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Abstract 
Through Their Eyes: Mixed Research on South Central Pennsylvania Educators’ 
Satisfaction with Teaching and Perceptions of Current Conditions 
Ryan C. McFadden 
Sarah Ulrich, Ed.D. 
 
 
 
 
Ongoing difficulties with teacher job satisfaction have been well documented in research, 
and the number of very satisfied American teachers has fallen dramatically.  Decreased 
budgets, poor resources and facilities, perceptions of unfair compensation, and other 
factors contribute to this multifaceted problem.  The purpose of this mixed methods study 
was to examine teachers’ job satisfaction status in a South Central Pennsylvania school 
district under these reported conditions.  Dinham and Scott (1998) provide a foundational 
theory with their contemporary three-factor teacher satisfaction/dissatisfaction model.  
An explanatory sequential mixed methods design was employed consisting of two 
phases: quantitative data collection using the MSQ to measure teacher job satisfaction, 
followed by in-depth interviews.  Three research questions were addressed, informed by 
the main driving question: How satisfied are teachers with their work in a South Central 
Pennsylvania school district under unprecedented circumstances? 
Multiple regression and chi-square tests of independence were used to analyze MSQ data, 
while phenomenological analysis followed Creswell’s (2013) method.  Work location 
and class size were significant predictors of general job satisfaction.  Chi-square tests of 
independence also found eight instances of statistical significance.  Four themes emerged 
from the analysis of teachers’ occupational experiences: the work environment (school-
based factors), leadership, the job itself, and external or system and societal factors.  
 xiii 
Findings were in line with the three-factor model on which this study’s conceptual and 
theoretical framework rests. 
Results indicate that participants reported a low level of general job satisfaction, as 
compared to the normative data for teachers and engineers in the MSQ’s manual.  While 
many factors appear to influence job satisfaction, leadership and professional autonomy 
seem especially influential.  For those that have remained satisfied with their work, the 
joy was in teachings’ busyness, while dissatisfied teachers were bothered by rigid 
teaching expectations, perceptions of poor leadership, and student discipline.  Common 
threads between dissatisfied and satisfied teachers included enjoying actual teaching, 
working with students, perceived community support, and favorable perceptions of the 
research site’s facilities.  A heterogeneous group of participants allowed the researcher to 
create a balanced description of the phenomenon. 
Several recommendations were offered to improve current practices at the research site.  
Areas needing attention from school administrators included time and collaboration, 
relationships, teacher autonomy, the evaluation system, and other work environment 
factors.  This study provides an increased understanding of the kinds of leadership 
behaviors, relationships, and working conditions it will take to produce and sustain 
satisfied teachers in the twenty-first century. 
 Keywords: Explanatory sequential mixed methods design, MetLife Survey of the 
American Teacher, Minnesota Satisfaction Questionnaire (MSQ), public school teachers, 
three-domain model of teacher satisfaction/dissatisfaction, teacher job satisfaction, 
transcendental phenomenology, school culture 
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Chapter 1: Introduction 
According to an annual survey conducted for the MetLife Foundation, the number 
of American teachers who consider themselves very satisfied has fallen to its deepest 
point in a quarter-century (Harris Interactive, 2013; Richmond, 2013).  This represents a 
nearly 25 percentage point decrease in teacher satisfaction since 2008 on the MetLife 
Survey of the American Teacher (Harris Interactive, 2013).  Teaching is demanding 
(Eklund, 2008), and increased testing associated with the No Child Left Behind Act 
(NCLB; Byrd-Blake et al., 2010) and limited school budgets (Richmond, 2013) have led 
to a decrease in satisfaction.  Reduced funds, resources, and personnel intensify 
teaching’s complexity and add to the burden felt by educators (Eklund, 2008; Scott & 
Dinham, 2000).  Teachers need support in this era of increased pressure and diminishing 
resources (Dinham & Scott, 2000).  This research project attempted to shed light on 
teachers’ perceptions, attitudes, and needs in a South Central Pennsylvania school 
district.   
Educators have more responsibilities and fewer resources to work with in our 
current downturned economy (Eklund, 2008).  In recent years, the Harrisburg School 
District trimmed over $23 million from their budget, yet the district still expected a 
nearly $16 million deficit (Veronikis, 2012).  Adding to budgetary stress is NCLB, signed 
by President George W. Bush in January 2002.  Kellough and Kellough (2007) argue 
NCLB represents “the most significant and controversial change in federal education 
policy since the federal government assumed a major role in American education” (p. 
17).  The introduction of NCLB and associated testing has led to low optimism.  As a 
result, it was necessary to understand the current state of educator job satisfaction, given 
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NCLB and the current economic situation.  This chapter will provide an overview of this 
research on teacher job satisfaction and includes the following major sections: (a) 
introduction to the problem, (b) statement of the problem, (c) purpose and significance of 
the problem, (d) research questions, (e) conceptual/theoretical framework, (f) definition 
of terms, (g) assumptions, (h) limitations, (i) delimitations, and (j) summary. 
Introduction to the Problem 
Depiction of the Problem from MetLife Survey Research   
The most recent MetLife Survey of the American Teacher paints a grim picture of 
both teacher and principal job satisfaction (Harris Interactive, 2013).  Appendix A, 
created based on the 2011 MetLife Survey of the American Teacher results, illustrates the 
state of teacher job satisfaction and relevant issues.  This graphical representation 
demonstrates that reduced budgets, inadequate resources and facilities, perceptions of 
unfair compensation, increased class sizes, and other factors contribute to teacher job 
dissatisfaction (Good & Column Five, 2012).  Although this was reported as a mixed 
methods survey, the 1,000 teachers participating in this research responded to close-
ended questions via telephone.  Only five education thought leaders and policy experts 
participated in the qualitative portion of the study (Harris Interactive, 2013), effectively 
leaving out the voices of those currently in classrooms. 
Teacher job dissatisfaction is exacerbated by decreasing school budgets, out-of-
date educational technology and learning materials, and deteriorating facilities (Harris 
Interactive, 2012).  According to the 2011 MetLife Survey of the American Teacher, over 
three-fourths of respondents indicated that their school budgets have decreased within the 
last year; 34% said educational technology and learning materials are out-of-date, and 
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21% felt facilities have not been kept in good condition (Harris Interactive, 2012).  This 
study sought to determine to what extent these looming conditions exist at the research 
site and their effects on teacher job satisfaction.   
The following factor’s highlighted by MetLife’s research and the media deserve 
further attention to fully understand the teacher job satisfaction landscape: standardized 
testing, divested school infrastructures, and diminishing resources and increasing costs.  
A final emphasis is placed working conditions related to the school environment or 
school-based factors given the opportunity school leaders have in shaping these job 
satisfaction aspects.  Focusing on what school leaders have the ability to influence 
supports this study’s conceptual/theoretical framework and this study’s action-oriented 
research design. 
Standardized testing era.  We are currently in an era of standardized testing, and 
some teachers are displeased with the “teaching to the test” approach to education.  
NCLB introduced unprecedented high-stakes testing, with a particular focus on reading 
and mathematics.  Although NCLB has not been renewed, Pennsylvania schools now 
must administer graduation competency assessments, called Keystone Exams.  These 
tests have replaced the Pennsylvania System of School Assessment (PSSA) for high 
school juniors.  Federal education policy and test-driven instruction have strongly 
impacted teacher job satisfaction.  
Ellie Rubenstein (2013), a former Illinois educator whose resignation video went 
viral, is an example of one teacher who feels that there is an over-emphasis on 
standardized testing, a lack of appreciation, and a lack of a professional voice.  
Rubenstein posted her 10-minute resignation announcement on YouTube, which to date 
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has been viewed by almost 600,000 people.  In her verbal statement, she argues, “Raising 
students’ test scores on standardized tests is now the only goal, and in order to achieve it 
the creativity, flexibility and spontaneity that create authentic learning environments have 
been eliminated.  Everything I loved about teaching is extinct” (Rubenstein, 2013).  
Rubenstein resigned after she was informed that she would be transferred to another 
school within the district (Gates, 2013).  Rubenstein was a second-career teacher and 
thought she would remain in the profession indefinitely, but eventually felt like she was 
“no longer…doing anything meaningful” (2013).  The former Illinois teacher’s 
testimonial represents the thoughts of many other contemporary educators; however, 
Rubenstein had the courage to declare these sentiments publicly.  
Divested school infrastructures.  Pennsylvania school districts are struggling 
financially due to decreased public fiscal support and rising costs.  Governor Tom 
Corbett recently decreased education spending by over $1 billion (Long, 2013), leaving 
school districts in disarray and unsure of how to operate under reduced budgets.  While 
funding for education has declined, accountability measures have nonetheless increased. 
Pennsylvania’s Reading School District provides a vivid example of a district struggling 
financially and unable to make necessary work environment improvements.  Long (2013) 
said the following about the Reading School District: 
On one of the coldest days of winter, with a wind chill of one degree below zero, 
a class of kindergartners at a Reading, Penn., elementary school sat shivering in 
their 40-degree classroom wearing their coats and hats...The school had only one 
operating boiler, and there was no money to fix the other. (para. 1) 
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In addition to frigid classrooms, teachers and students are faced with leaking roofs, mold 
spores, and an unusable gymnasium with crumbling floors and damaged walls.  The 
Reading School District is not alone in its unfavorable teaching and learning conditions.  
Long further writes, “An estimated 14 million American children attend public schools 
that are in urgent need of extensive repair or replacement and have unhealthy 
environmental conditions” (2013, para. 11).  Poor classroom environments and difficult 
economic times have added to the complexity of the teacher job satisfaction problem. 
Diminishing resources and increasing costs.  Budget shortfalls and increasing 
expenses is one of the most significant issues confronting school districts today and has 
the potential to undermine teacher job satisfaction.  In the midst of decreased education 
spending, special education has contributed to increased spending in many districts.  For 
example, special education costs have risen substantially in every school district in 
Lancaster County, Pennsylvania, as the number of students with autism has skyrocketed 
(Smart, 2013).  Likewise, more students now require one-on-one attention, requiring 
districts to hire personnel to care for a single student in some instances.  Smart (2013) 
noted the following: 
In 2000-01, according to the Pennsylvania Department of Education, the 17 
school districts that serve Lancaster County students collectively spent about 
$47.5 million on special education instruction. Special education accounted for 
8.2 percent of all education spending here.  By 2011-12, the amount spend in 
special education instruction had ballooned to $119.2 million — a 151 percent 
increase — and accounted for 12.5 percent of all local education spending. (para. 
6-7) 
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In addition to the costs of special education, retiring teachers are infrequently replaced, 
programs have been eliminated, and many teachers are asked to do more with less.   
Working conditions related to the school environment.  While many factors 
contribute to teacher job satisfaction, the researcher recognizes that the greatest 
opportunity to improve teachers’ lives is by focusing on working conditions related to the 
school environment.  Protheroe (2011) writes, “Working conditions matter.  By 
implementing and sustaining supportive working conditions for teachers, school leaders 
enhance the potential for a school to become a better workplace that provides a strong 
foundation for student learning” (p. 6).  Many working conditions of teaching exist 
outside the control of school administrators, including high-stakes testing like 
Pennsylvania’s Keystone Exams.  However, working conditions related to the school 
environment, such as school leadership, opportunities for collaboration, compensation, 
and teacher involvement in decision-making, are within school administrators’ locus of 
control.  In their international study of teachers, Dinham and Scott (1998) state “it was 
these factors where most variation occurred from school to school and where there is thus 
greatest potential for change within schools” (p. 374).   
Although teachers are generally dissatisfied with external factors (Dinham & 
Scott, 1998, 2000; Scott, Stone, & Dinham, 2001), teachers enjoy the job itself (Dinham, 
1995; Dinham & Scott, 1998, 2000; Lam & Yam, 2011; Perrachione, Petersen, & Rosser, 
2008; Scott et al., 2001).  Thus, the work/school environment is where school leadership 
attention is needed to help alleviate teacher dissatisfaction.  Herzberg, Mausner, and 
Snyderman (1959) would argue changes to this area will not directly lead to satisfaction, 
but could lessen dissatisfaction.  Therefore, developing supportive, flexible, and 
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stimulating work/school environments might not produce satisfaction, but it can certainly 
assist in alleviating dissatisfaction.   
Leadership, a predominate work environment factor, is strongly correlated to job 
satisfaction, and employee satisfaction and productivity are higher when employees 
perceive that their superiors care about them (Sutton, 2010).  While organizations with 
low employee job satisfaction might see low profits, in schools, low employee job 
satisfaction and morale might negatively impact student achievement.  Perceptions of 
poor leadership contribute strongly to the reason why “employees are ‘checked out’ and 
‘sleepwalking through their days’” (Sutton, 2010, p. 18).  Significant differences exist 
between organizations with effective and ineffective leaders (Sutton, 2010).  What are 
teachers’ perceptions of leadership behaviors that contribute to their job satisfaction?  
This question is addressed in the next chapter and a better understanding of how 
leadership affects job satisfaction emerged from the results of this study. 
Teachers led by principals who exhibit certain behaviors have higher job 
satisfaction (Blase & Blase, 1999).  This study explored and attempted to pinpoint these 
behaviors.  These behaviors can then potentially be replicated to improve teacher 
satisfaction and motivation in other environments.  Leaders who exhibit behaviors 
viewed positively by teachers align with transformational leadership (Blase & Blase 
2009; Bogler, 2001).  This study deserves attention from current and future school 
administrators given the significant impact principals’ behaviors and leadership styles 
have on teachers and their job satisfaction. 
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Statement of the Problem 
The problem in this mixed methods study was the need to identify perceptions of 
public school teachers in a South Central Pennsylvania school district about their job 
satisfaction status.  In addition, the study explored teachers’ initial teaching orientation 
and their perceptions of current conditions/work environments, which were found to 
supersede the impact of pre-teaching beliefs on educators’ job satisfaction (Lam & Yan, 
2011).  A quantitative investigation of school culture—at one building within the 
research site—showed that almost 20% of teachers rarely enjoyed work and 
approximately 55% indicated sometimes (J. Newark, personal communication, June 3, 
2013).  The number of very satisfied American teachers has decreased nearly 25-
percentage points since 2008 on the MetLife Survey of the American Teacher (Harris 
Interactive, 2013).  Teacher job dissatisfaction is multifaceted; MetLife surveys cite 
plummeting budgets, poor resources and facilities, perceptions of unfair compensation, 
and increasing class sizes, among other factors, as contributing to teacher job 
dissatisfaction (Good & Column Five, 2012; Harris Interactive, 2012, 2013).  Both the 
2012 MetLife Survey of the American Teacher and the prior examination at the research 
site have been quantitative investigations, even though the MetLife survey was reported 
as mixed methods research.  There was a need to not only obtain more comprehensive 
quantitative results at the research site, but also to enhance such results through teachers’ 
voices, particularly to determine their perceptions of current conditions/work 
environments.   
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Site Context and Rationale—Problem at the Local Level   
The research problem is not necessarily specific to the research site; however, a 
prior investigation of this site’s school culture warrants further investigation of teacher 
job satisfaction in this environment (J. Newark, personal communication, June 3, 2013).  
In addition, a phenomenological mini-study conducted by the researcher in the winter of 
2013 further revealed teacher job satisfaction concerns.  The intent of this mini-study was 
to explore leadership behaviors that contribute most to veteran teacher job satisfaction 
and morale at a high school in South Central Pennsylvania.  The district faced a multi-
million dollar budget shortfall and teachers have already taken a salary freeze during the 
2011-2012 school year.  Contract negotiations are underway and teachers fear a reduction 
in pay, benefits, and a loss of reimbursement for enrollment in graduate courses.  As an 
aspiring school leader, the researcher’s intent was to increase our understanding of 
teacher job satisfaction and satisfying work environments under unprecedented 
circumstances.   
The prior investigation of school culture at the research site indicated further 
investigation of this research topic and modifications to the work environment are 
merited.  In the spring of 2011, the researcher’s colleague administered the School 
Culture Triage Survey—a 17-item questionnaire measuring school culture (Wagner, 
2006).  All teachers at the research site’s high school were invited to participate in the 
study and quantitative data was collected with a very high participation rate (J. Newark, 
personal communication, June 3, 2013).  The instrument is organized into three sections 
related to school culture: professional collaboration, affiliative collegiality, and self-
determination/efficacy.  Teachers responded to each item using a 5-point Likert format, 
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ranging from never (1 point) to almost always (5 points).  The School Culture Triage 
Survey is a vetted instrument and has been used frequently by researchers in the United 
States and Canada to conduct assessments of a school’s culture (Wagner, 2006). 
The results of the study were surprising.  Given the 1 to 5 response format for 
each item on the School Culture Triage Survey, the lowest possible score for each 
participant is 17 and the highest is 85.  The average score for teachers at the research site 
was 47 (J. Newark, personal communication, June 3, 2013).  For scores between 41 and 
59, Wagner (2006) states, “Modifications and improvements are necessary” (p. 47).  No 
studies had followed-up on these results or considered teachers’ job satisfaction and their 
perceptions of satisfying work environments within this school district.  A weak school 
culture may be negatively impacting student achievement at the research site.  Wagner 
writes, “In the vast majority of schools that use the School Culture Triage Survey, the 
health or toxicity of the school’s culture positively correlated with student achievement” 
(2006, p. 42).  In order to improve the existing organization (the research site), we need 
to better understand teachers’ job satisfaction status, explore their perceptions of the work 
environment, and recognize what factors they perceive to be important. 
Job Satisfaction Attention and Measurement 
A wealth of research exists on job satisfaction and leadership in the field of 
business, yet studying job satisfaction within educational systems is lacking—this gap 
deserves increased attention, particularly at the local level.  The research aimed to 
increase our understanding of poor teacher job satisfaction by identifying the perceptions 
of public school teachers in a South Central Pennsylvania school district.  Whereas the 
variable measured in research on businesses might be profits, in education, student 
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achievement is a construct, and thus, not easily measured (Creswell, 2008).  The study of 
job satisfaction and teachers’ motivation are even more crucial post-NCLB and in the 
midst of widespread economic shortfalls.  Suggestions of freezing teacher salaries and 
eliminating personnel for financial reasons have become more prevalent in South Central 
Pennsylvania (Wallace, 2012), which may have contributed to an overall shift in teacher 
job satisfaction and motivation. 
Teacher job dissatisfaction has made local and national headlines, and a 
considerable amount of research exists in this area.  However, researchers have often 
utilized large data sets (Johnson, Kraft, & Papay, 2012), and published studies are sparse 
at the school district level.  Spector (1997) contends most job satisfaction research is 
performed with questionnaires, given the ease of including a large number of participants 
and the time-consuming nature of interviews.  Spector outlines six job satisfaction scales: 
the Job Satisfaction Survey (JSS; Spector, 1985), the Job Descriptive Index (JDI; Smith, 
Kendall, & Hulin, 1969), the Minnesota Satisfaction Questionnaire (MSQ; Weiss, Dawis, 
England, & Lofquist, 1967), the Job Diagnostic Survey (JDS; Hackman & Oldham, 
1975), the Job in General Scale (JIG; Ironson, Smith, Brannick, Gibson, & Paul, 1989), 
and the Michigan Organizational Assessment Questionnaire satisfaction subscale 
(Cammann, Fichman, Jenkins, & Klesh, 1979).  A number of additional job satisfaction 
instruments exist, which led instrument selection to be a significant decision.  
In addition to the six instruments outlined by Spector (1997), the researcher 
considered the Teacher Job Satisfaction Questionnaire (TJSQ; Lester, 1984), given its 
alignment with the profession.  Concerns, however, arose about the length of this 77-item 
instrument in conversations with employees at the research site.  The researcher 
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recognizes teachers’ workloads and desired to select the best instrument for the study 
while still considering the participants’ time constraints.  Ultimately, the researcher 
selected the MSQ as this study’s instrument for phase one, given its long history, 
popularity among doctoral researchers, and its prior use with educators (see Appendix E).  
Several doctoral researchers utilized the MSQ in studies involving teachers within the last 
few years (Eldred, 2010; Gleason, 2012; Hatchett, 2010; Larson, 2011; Mathis, 2010; 
Qualls, 2008; Siddiqi, 2012; Tucker, 2009).  The short-form MSQ’s brevity was 
appealing, in addition to several of its specific questions that were especially applicable 
to the selected research site.  Furthermore, the site’s primary gatekeeper (the 
superintendent) employed the MSQ during dissertation research on school principals, and 
thus, has familiarity with the chosen research instrument.  Details regarding the MSQ are 
included in Chapter 3. 
Purpose and Significance of the Problem 
The purpose of this mixed methods study was to examine public school teachers’ 
job satisfaction status in a South Central Pennsylvania school district under the 
prospective conditions of diminishing resources and poor work environments (Harris 
Interactive, 2013).  An explanatory sequential mixed methods study design was used, 
entailing first collecting quantitative data, followed by collecting in-depth qualitative data 
to explain and expand on the quantitative results.  In the quantitative phase, the study 
employed the MSQ to measure the general job satisfaction of all teachers at the research 
site.  This overview of teachers’ job satisfaction was followed by several in-depth 
interviews with purposefully selected educators who had high and low satisfaction levels 
(maximal variation sampling) to understand how those attitudes were shaped.  In this 
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phase, the plan was to explore educators’ occupational expectations and how this 
interacted with the reality of their experiences in this South Central Pennsylvania school 
district to inform their satisfaction with teaching.  The reason for collecting both 
quantitative and qualitative data was to purposefully select participants for the qualitative 
phase based on their MSQ results and to provide a deeper understanding of the problem 
than would be achieved by either isolated approach (Creswell & Plano Clark, 2011). 
As previously mentioned, a colleagues’ investigation of school culture at this 
South Central Pennsylvania school district’s high school indicated further investigation of 
this research topic and modifications to the work environment were merited.  In response 
to the questionnaire item from the School Culture Triage Survey “People work here 
because they enjoy and choose to be here,” (Wagner, 2006, p. 43) nearly 20% of teachers 
indicated rarely and approximately 55% said sometimes, as depicted in Figure 1 (J. 
Newark, personal communication, June 3, 2013).  The current project aimed to improve 
the school district’s work environment and existing practices for the benefit of teachers, 
administrators, as well as students, given the impact toxic school cultures can have on 
student achievement (Wagner, 2006).  
Further, at the district’s high school, the majority of participants indicated rarely 
in response to the following item: “Our school schedule reflects frequent communication 
opportunities for teachers and staff,” (Wagner, 2006, p. 43) as can be seen in Figure 2 (J. 
Newark, personal communication, June 3, 2013).  Additional survey items highlight 
issues pertaining to time—a critical work environment factor, which is explored further 
in Chapter 2.  The school culture survey findings related to time indicated a need to 
address teachers’ perceptions of how time affects their work environments. 
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The research extended this investigation of school culture and opened the research 
to all teachers at the research site, not just those at the high school.  In addition to this 
building, the South Central Pennsylvanian school district includes a middle school, an 
intermediate school, and three elementary schools.  Including all school buildings 
allowed the researcher to make teacher job satisfaction comparisons within the research 
site.  Pinpointing the most dissatisfied work locations and investigating specific 
demographic variables could inform school leaders where to further investigate teacher 
dissatisfaction and where to devote more time and attention.  Conversely, if one building 
were significantly more satisfied than another it would be interesting to determine the 
cause of the satisfaction.   
By listening to teachers’ ideas about job satisfaction and work climate and using 
this information to develop satisfying places to work, everyone will benefit, especially 
students (Eklund, 2008; Johnson et al., 2012).  The results of this study may allow school 
leaders to be able to better foster and maintain enjoyable and satisfying teacher work 
environments.  Understanding what satisfies and dissatisfies teachers both bear 
significance; comparing both findings can help to identify the practices that promote 
healthy climates and support for teachers.  Knowing why teachers are dissatisfied was 
thought provoking and conflicting results emerged.  The perceptions of both satisfied and 
dissatisfied teachers were considered to make recommendations for improving current 
practices at this school district in South Central Pennsylvania. 
Teachers may spend little time thinking about themselves, as most attention is 
given to students (Eklund, 2008).  William Shakespeare once wrote, “Self-love, my liege, 
is not so vile a sin, as self-neglecting” (“William Shakespeare quotes,” n.d.).  Teaching is 
 16
certainly an others-centered profession, and a teacher’s passion to care for others can 
supersede ensuring their own happiness.  As a teacher, Eklund (2008) believed that when 
he was happier, he worked harder, his relationships with his colleagues were better, and 
student achievement improved.   
Research Questions 
The researcher employed an explanatory sequential mixed methods study design 
to investigate teacher job satisfaction in a South Central Pennsylvania school district.  
This design consists of two phases: quantitative data collection, followed by qualitative 
data collection.  This research topic was best studied from a mixed methods approach 
given teacher’s lack of voice concerning their job satisfaction status; the explanatory 
design provided a comprehensive understanding of the topic.  The research was designed 
to investigate the following questions:  
Phase One: 
1. How satisfied are teachers with their work, as measured by the MSQ, in a South 
Central Pennsylvania school district? 
2. What is the relationship between specific demographic variables and teachers’ 
reported job satisfaction, as measured by the MSQ, in a South Central 
Pennsylvania school district? 
Phase Two: 
3. What are the lived experiences of teachers who are dissatisfied and satisfied with 
their occupation in a South Central Pennsylvania school district? 
At the conclusion of both phases, the researcher considered the following question: In 
what ways do the interview data reporting the views of teachers about their job 
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satisfaction status help to explain the quantitative results about job satisfaction reported 
on the MSQ? 
Conceptual/Theoretical Framework 
Researcher’s Stance   
The researcher’s interest in teacher job satisfaction developed as a new high 
school teacher and as a graduate student at Temple University in an educational 
administration program.  At Temple University, I studied leadership and teacher job 
satisfaction in detail and this led to an ongoing interest in this topic.  In addition, I have 
sensed teacher job satisfaction concerns from various interactions with colleagues and the 
School Culture Triage Survey results reinforced these perceptions. 
In addition to bringing experiential knowledge as a classroom teacher to this 
study, I also acted as an instructional coach in the spring of 2010.  The position opened 
due to the illness of a fellow staff member and the shuffling of personnel.  Due to 
budgetary issues—not unique to this school district—I returned to the classroom in the 
fall of 2011.  Although the position of instructional coach no longer exists, a new position 
involving high-stakes testing responsibilities and teaching duties has emerged.  This 
experience exemplifies the elimination of a non-teaching position due to current financial 
difficulties facing Pennsylvania school districts.  The response to increasing budgets and 
less public financial support has been the elimination of personnel, whose compensation 
make up the majority of school budgets.  Perhaps a system overhaul is needed to 
effectively operate within current monetary restraints.  Economic or job security factors 
are only one piece of the job satisfaction puzzle, but it is one that is prominent at this 
time.   
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Moreover, the researcher conducted a phenomenological mini-study in the winter 
of 2013, which reinforced an interest in this research topic.  The purpose of this 
phenomenological mini-study was to explore leadership behaviors that contribute most to 
veteran teacher job satisfaction and morale at a high school in South Central 
Pennsylvania.  As an aspiring school leader, the researcher intended to increase our 
understanding of teacher job satisfaction and satisfying work environments under 
unprecedented circumstances. 
Having always valued relationships and hearing about people’s stories and life 
experiences, the researcher prefers the qualitative research approach, yet aligns most with 
the pragmatic school of thought, out of the four research paradigms outlined by 
Bloomberg and Volpe (2008).  The problem drove the research design; in this study, a 
mixture of qualitative and quantitative methods was needed to provide the best 
understanding of this research problem.  The researcher employed an explanatory 
sequential mixed methods design to investigate teacher job satisfaction at the research 
site.  Not only did this design provide a comprehensive understanding of the topic, it 
allowed research site staff members and others to understand the problem from the 
teachers’ perspectives, which was not clear prior to this investigation. 
The researcher’s effectiveness as a classroom teacher has rested on a foundation 
of good working relationships with students; similarly, success in leadership is largely 
about relationships between leaders and followers (House, 1996).  Poor relationships, or 
the absence of trust, may prevent leaders from realizing their change efforts (Sergiovanni, 
2005).  One theory linked to change, theory u, has been a key concept in the Ed.D. 
program at Drexel University.  Theory u provides a framework for thinking about change 
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across systems and organizations (Scharmer, 2009).  The researcher brought theory 
learned at Drexel and Temple Universities, as well as a background as a classroom 
teacher and instructional coach to the study. 
Theoretical Framework   
Several relevant theories exist related to motivation and job satisfaction given the 
frequency researchers study these variables (Bogler, 2005); including the previously 
mentioned studies by Herzberg et al. (1959) and Dinham and Scott (1998).  An additional 
theory that aligns with the researcher’s leadership philosophy and is relevant to the 
purpose of this study is White’s (1996) path-goal theory.  Path-goal theory contends that 
the behavior of leaders directly influence employee outcomes, satisfaction, and 
motivation (House, 1996; Schaible-Brandon & Muth, 2006).  The “path” is clearly 
communicated expectations and eliminating barriers in work environments, which may 
prevent reaching specific goals.  Rewards are then directly tied to reaching these goals.  
Success in leadership, according to path-goal theory, hinges on leaders’ abilities to foster 
a satisfying and motivating place of employment (House, 1996; Schaible-Brandon & 
Muth, 2006). 
If teachers satisfied with their school environments are more likely to remain in 
the profession as research suggests (Birkeland & Johnson, 2003; Lam & Yan, 2011; 
Perrachione et al., 2008), then the study of particular work environments is critical if 
school leaders want to build stable workforces that are dedicated to working with 
students.  A number of studies have found that teachers are satisfied with actual teaching 
(Dinham, 1995; Dinham & Scott, 1998, 2000; Lam & Yam, 2011; Perrachione et al., 
2008; Scott et al., 2001), but factors related to their work environment can impact career 
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decisions and job satisfaction (Birkeland & Johnson, 2003; Lam & Yan, 2011; 
Perrachione et al., 2008).  Although research has been conducted on teacher work 
environments, Johnson et al. (2012) write, “we still have much to learn about the working 
conditions that matter most to teachers and how they influence school organization and 
instructional practice” (p. 32).  Many studies have investigated large data sets (Johnson et 
al., 2012), yet the research examined teacher satisfaction and perceptions of working 
conditions at the school district level.   
Three-domain model of teacher satisfaction/dissatisfaction.  Dinham and Scott 
(1998) provide a critical foundational theory—advancing the infamous work of Herzberg 
et al. (1959)—on which this study rests.  A more detailed review of Herzberg et al.’s 
work is reviewed in Chapter 2, along with other job satisfaction theories.  Dinham and 
Scott’s modern teacher satisfaction/dissatisfaction model consists of three factors and 
provides a timely conceptualization of teachers’ work.  The three-factor model includes  
• actual teaching or the job itself, 
• school-based aspects, and  
• external or system/societal factors (Dinham & Scott, 1998, 2000; Scott et al., 
2001).   
Dinham and Scott’s work supports prior research, yet is unique in its focus on external 
factors, which were found to be consistently most dissatisfying.  Although Herzberg et 
al.’s model is still relevant, Dinham and Scott offer a timelier model of teacher 
satisfaction/dissatisfaction, which includes a third factor not previously recognized.   
 Chapter 2, a review of the literature, is organized into three research streams 
relevant to the problem in this study, that was, the need to identify perceptions of public 
 school teachers in a South Central Pennsylvania school district 
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model building on the work of Herzberg et al. (1959).  The three domains include (a) 
actual teaching or the job itself, (b) school-based aspects, and (c) external or 
system/societal factors, which is unique to this contemporary model (Dinham & Scott, 
1998, 2000; Scott et al., 2001). 
Job satisfaction.  There are ample definitions of job satisfaction.  Spector (1997) simply 
writes, “Job satisfaction is the degree to which people like their jobs” (p. vii). 
Job stress.  According to NIOSH (1999), “Job stress can be defined as the harmful 
physical and emotional responses that occur when the requirements of the job do not 
match the capabilities, resources, or needs of the worker” (p. 6).  
Minnesota Satisfaction Questionnaire (MSQ).  A quantitative survey instrument used to 
measure job satisfaction across various occupations (Weiss et al., 1967).      
Motivation.  Miner (2006) defines motivation as “those processes within an individual 
that stimulate behavior and channel it in ways that should benefit the organization as a 
whole” (as cited in Lunenburg & Ornstein, 2008, p. 93). 
School Culture.  Sergiovanni (2005) defines culture as “shared models people carry in 
their minds for perceiving, relating to, and interpreting the world around them” (p. 27).  
Sergiovanni adds, “Culture is generally thought of as the normative glue that holds a 
particular school together with shared visions and values and beliefs at its heart” (2005, p. 
145).  School culture is distinct from job satisfaction but a toxic school culture can 
negatively impact teacher job satisfaction.  
Assumptions 
Assumptions were held regarding this study based on the researcher’s experience 
and background as a high school teacher and student of research.  Four major 
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assumptions were made during the planning of this study.  First, the researcher believes 
teachers are intrinsically motivated.  School leaders pay minimal attention to extrinsic 
rewards, but perhaps a stronger emphasis is needed in this area.  Second, research 
indicates teachers are generally satisfied with actual teaching, but non-teaching 
responsibilities can cause dissatisfaction.  Research suggests reducing non-teaching 
responsibilities, yet this suggestion is often not feasible due to financial constraints. 
Third, attempts to audit education systems have disrupted teachers’ attitudes about 
teaching, resulting in a decline in job satisfaction (Scott et al., 2001).  The research did 
not focus significant attention on this external factor given this inquiry’s action-oriented 
nature.  Lastly, in agreement with Dinham and Scott (1998), this study was aimed at 
finding a solution and posits attention to school-based factors is needed to help alleviate 
teacher dissatisfaction.   
Two additional assumptions are pertinent to the research design.  First, the 
researcher expected that a combination of quantitative and qualitative data collection 
would yield the best understanding of the research problem.  Second, it was assumed that 
teachers would be willing to participate in this research and would provide honest 
responses.  Support for this project was evident given the high participation rate.  
Limitations 
Although this study was limited to a South Central Pennsylvania school district, 
teachers across the United States face similar issues related to diminishing resources, 
substandard work environments, and divested school infrastructures.  Many factors 
contribute to teacher job satisfaction, and no single study could possibly investigate the 
countless issues that impact educators’ satisfaction at work.  Additionally, leadership has 
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been identified as a major influential factor in job satisfaction (the focus of research 
stream two in Chapter 2), and relationships between superiors and subordinates can be a 
contentious topic.  This in-depth study sought to better understand teachers’ job 
satisfaction at the research site without inadvertently creating a division between teachers 
and school leaders.     
The researcher ensured the anonymity of the MSQ results and the confidentiality 
of phase two participants during the reporting of textual data.  The researcher was 
encouraged to conduct a backyard study, or using one’s current place of employment as 
the research site, due to the action-oriented nature of this inquiry.  The researcher is a 
teacher at the site’s high school and had strong personal connections with some research 
participants.  The project was also limited to participants within this school district and to 
the timeframe provided by the researcher’s program of study. 
Delimitations 
The study included approximately 250 (predominantly Caucasian) teachers in the 
researcher’s place of employment, a South Central Pennsylvania school district, which 
consists of six school buildings.  The district is a midsized, suburban school environment, 
and the findings and results may not be generalizable to other public schools of differing 
sizes and demographics.   
Given the study’s design, short-form MSQ results were investigated to narrow the 
potential research participants for phase two of the research.  The qualitative phase 
focused on a sample size of six teachers from the research site who completed the MSQ.  
Attention was given to school-based factors that potentially impact teacher job 
satisfaction, given that workplace conditions or the work environment is most susceptible 
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to change.  Teachers’ pre-teaching beliefs and perceptions of current conditions were also 
explored; other lived experiences were beyond the scope of the study. 
Summary 
Scharmer (2009) offers practitioners sound advice and strategies for helping 
leaders and others to view their “best future possibility” (p. 377); he writes, “To lead 
profound change is to shift the inner place from which a system operates.  This can be 
done only collaboratively” (p. 377).  Collaboration is key to organizational change, and 
imbedded in collaboration is the need for effective working relationships among 
colleagues.  Low levels of satisfaction and high levels of stress may prevent organizations 
from achieving desired outcomes (NIOSH, 1999).  The importance of listening and 
relationships are evident in Scharmer’s interactions with Mr. B—head of an assembly 
line.  “Mr. B realized that it wasn’t people he had to change, but rather his relationships 
to them: How could they become the source of change?,” writes Scharmer (2009, p. 391).  
Mr. B went on to say, “The best ideas for progress and change are rooted in the people 
themselves” (Scharmer, 2009, p. 392).  What did teachers, the participants in this study, 
have to say about satisfying and motivating work environments?  
 This chapter provided an introduction to the state of teacher job satisfaction in 
Pennsylvania and across the United States and recommended an explanatory sequential 
mixed methods study design to investigate teachers’ job satisfaction and their perceptions 
of satisfying work environments.  The intent of the research was to examine public 
school teachers’ job satisfaction status in a South Central Pennsylvania school district 
under looming conditions of diminishing resources and poor work environments (Harris 
Interactive, 2013).  In addition, a quantitative phase was followed by several in-depth 
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interviews to explore how teacher’s job satisfaction attitudes were shaped.  This research 
was driven by the following question: How satisfied are teachers with their work in a 
South Central Pennsylvania school district under unprecedented circumstances?  This 
research was aimed at finding a solution and making recommendations for improving 
teacher job satisfaction for the benefit of district stakeholders. 
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Chapter 2: Literature Review 
The purpose of this explanatory sequential mixed methods study was to examine 
public school teachers’ job satisfaction status in a South Central Pennsylvania school 
district under the prospective conditions of diminishing resources and poor work 
environments (Harris Interactive, 2013).  A descriptive quantitative phase—employing 
the MSQ—was followed by several in-depth interviews with purposefully selected 
educators who had high and low satisfaction levels (maximal variation sampling) to 
understand how those attitudes were shaped.  This backyard research project was aimed 
at improving a South Central Pennsylvania school district’s work environment for the 
benefit of teachers, administrators, and students. 
Eklund (2008) writes, “Teacher job satisfaction matters not only to teachers, but 
also to students” (p. 19).  Difficulties with teacher satisfaction have been well 
documented in research (Scott et al., 2001), and the number of American teachers who 
consider themselves to be very satisfied has fallen to its second lowest point since the 
inception of the MetLife Survey of the American Teacher (Harris Interactive, 2013).  
Decreasing school budgets, resources, and available personnel intensify teaching’s 
complexity and the burden felt by educators (Eklund, 2008; Scott & Dinham, 2000).  
What impact has teachers’ poor satisfaction with their jobs had on the nation’s schools 
and students’ achievement?  
 As explained by Dinham and Scott’s (1998) three-domain model of teacher 
satisfaction/dissatisfaction, many conditions related to the teaching profession exist 
outside the control of school administrators, including high-stakes testing like 
Pennsylvania’s Keystone Exams.  It is in the middle domain (school-based factors or 
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working conditions related to the school environment) such as school leadership, 
opportunities for collaboration, compensation, and teacher involvement in decision-
making, where problems can be identified, best practices can be developed, and solutions 
can be reached (Dinham & Scott, 1998, 2000).  In their international study of teachers, 
Dinham and Scott state “it was these factors where most variation occurred from school 
to school and where there is thus greatest potential for change within schools” (1998, p. 
374).  Because this study was aimed at finding a solution, this research focused on 
school-based factors and posits attention from school leadership is needed in this area to 
help alleviate teacher dissatisfaction.   
Researchers have maintained an interest in teacher job satisfaction that began with 
Sergiovanni’s (1967) milestone study on American teachers.  It would be impossible to 
entirely synthesize the vast research that has emerged since this point, yet each of the 
research streams informed this study and provides a focused area of investigation 
regarding teacher job satisfaction.  This research was driven by the following questions: 
(a) How satisfied are teachers with their work in a South Central Pennsylvania school 
district under unprecedented circumstances? and (b) What are teachers’ perceptions of 
current conditions and how do these beliefs inform their job satisfaction?  Herzberg et al. 
(1959) would argue changes to the work environment will not produce satisfaction, but 
could reduce dissatisfaction.  That is, developing supportive, flexible, and stimulating 
work/school environments might not produce satisfaction, but could certainly assist in 
alleviating dissatisfaction.  The goals of this chapter are to (a) reintroduce the 
researcher’s three research streams, (b) explore the history of job satisfaction research, (c) 
present select motivation/work satisfaction theories, (d) summarize selected literature 
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critical to understanding teacher job satisfaction, and (e) position the researcher’s study 
within this existing body of literature.  Before discussing the three research streams, this 
work begins with an abstraction of this study’s conceptual/theoretical framework. 
Conceptual/Theoretical Framework 
The researcher brought experiential knowledge as a classroom teacher and an 
instructional coach to this teacher job satisfaction study.  Since beginning a career as an 
educator, the researcher has maintained an interest in job satisfaction.  As an aspiring 
school leader, the intent of this study was to increase our understanding of teacher job 
satisfaction and satisfying work environments under unprecedented circumstances.  The 
researcher has a recognized interest in social issues or phenomena, and a 
preference for qualitative research, yet believed that a mixed methods design would 
provide the best understanding of the research problem.  Moreover, the researcher 
conducted a phenomenological mini-study at the research site that reinforced this interest 
in teacher job satisfaction. 
If teachers satisfied with their school environments are more likely to remain in 
teaching as research suggests (Birkeland & Johnson, 2003; Lam & Yan, 2011; 
Perrachione et al., 2008), then the study of particular work environments is critical if 
school leaders want to build stable workforces that are dedicated to working with 
students.  Studies have found that teachers are satisfied with actual teaching (Dinham, 
1995; Dinham & Scott, 1998, 2000; Lam & Yam, 2011; Perrachione et al., 2008; Scott et 
al., 2001), but factors related to their work environment can impact career decisions and 
job satisfaction (Birkeland & Johnson, 2003; Lam & Yan, 2011; Perrachione et al., 
2008).  Despite existing research, Johnson et al. (2012) argue that “we still have much to 
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learn about the working conditions that matter most to teachers and how they influence 
school organization and instructional practice” (p. 32).  Many studies have investigated 
large data sets (Johnson et al., 2012), however this research examined teacher satisfaction 
and perceptions of working conditions at the school district level. 
This study rests on Dinham and Scott’s (1998) modern teacher 
satisfaction/dissatisfaction model consisting of three factors—advancing the infamous 
work of Herzberg et al. (1959).  A more detailed review of Herzberg et al.’s work is 
reviewed in the initial research stream, along with other job satisfaction theorists.  The 
three-factor teacher satisfaction/dissatisfaction model includes  
• actual teaching or the job itself,  
• school-based aspects, and  
• external or system/societal factors (Dinham & Scott, 1998, 2000; Scott et al., 
2001).   
Dinham and Scott’s work supports prior research and found external factors were 
consistently most dissatisfying, yet the research is unique as it emphasizes school-based 
factors.  Although Herzberg et al.’s model is still relevant, Dinham and Scott offer a 
timelier model of teacher satisfaction/dissatisfaction that includes a third factor not 
previously recognized.   
International Teacher 2000 Project   
Dinham and Scott (1998) led a multi-nation study, known as the International 
Teacher 2000 Project, to study motivation, job satisfaction, and the impact of changes to 
education systems on teachers and administrators.  Over 3,000 teachers and 
administrators in four countries—Australia, New Zealand, England, and the United 
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States—have participated in this ongoing research (Scott et al., 2001).  Originally their 
work did not include the United States, but it has since expanded to include this nation.  
The three-domain model emerged from the International Teacher 2000 Project and the 
framework has been further refined as more teachers and principals have been studied.  
To fully understand teacher job satisfaction, it is essential to take into account the third, 
outward-facing domain, the study of which has been advanced in the International 
Teacher 2000 Project (Dinham & Scott, 1998, 2000; Scott et al., 2001).  The project 
provided a solid basis for the researcher’s study, and the three-domain model was 
incorporated into the researcher’s conceptual/theoretical framework, illustrated in Figure 
4.   
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Figure 4. Conceptual/theoretical framework. 
  
33
Review of Three Research Streams 
Because researchers study motivation and job satisfaction so frequently, several 
relevant theories exist on these topics (Bogler, 2005).  For this reason, the initial theme in 
this review of the literature is (a) a foundation; theory/history.  This theme, devoted to 
theory and research studies that underpin this research, is followed by two additional 
themes: (b) leadership, teacher job satisfaction, and relationships and (c) 
factors/elements contributing to teacher job satisfaction.  The researcher constructed 
these streams after a thorough review of the literature on job satisfaction, both in general 
and with a focus on teachers.   
Figure 5 is a graphical representation, or literature map, of the research streams 
and pertinent researchers.  These streams organize this literature review and include a 
look at general job satisfaction research and its history at the outset.  A review of the 
literature on this topic would not be complete without the inclusion of general job 
satisfaction research.  Past work on motivation and job satisfaction provide a 
foundational understanding of the research topic, while the three research streams 
together provide a more focused look at teacher job satisfaction.   
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Figure 5. Literature map depicting three research streams. 
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Literature Review 
Job Satisfaction Overview and Definitions   
Research on job satisfaction emerged in 1920s with the Hawthorne studies 
(Herzberg et al., 1959) and has become the most heavily researched variable in 
organizations (Spector, 1997).  In studies on job satisfaction and motivation, researchers 
have explored numerous related factors, both intrinsic and extrinsic.  Of these factors, 
Herzberg (1987) reported company policy/administration and supervision as the top two 
factors that contribute to dissatisfaction at work.  Relationships with supervisors appeared 
third on Herzberg’s list, which is made up of sixteen total factors categorized as satisfiers 
and dissatisfiers.  Herzberg’s contribution to the field was certainly significant, but 
Dinham and Scott’s (1998) updated framework, known as the three-domain model of 
teacher satisfaction/dissatisfaction, is also noteworthy.  Although nearly 100 years have 
passed since the study of individuals at work and job satisfaction first emerged, 
researchers continue to add to the vast body of knowledge on the topic. 
Given the frequency with which researchers study job satisfaction, a plethora of 
definitions of this concept exists.  Simply stated, Spector (1997) writes, “Job satisfaction 
is the degree to which people like their jobs” (p. vii).  Locke (1976), who explained job 
satisfaction as a “positive emotional state resulting from the appraisal of one’s job or job 
experiences,” (p. 1304) may provide the most widely cited definition (Saari & Judge, 
2004).  Despite the various definitions, attention to teacher happiness and job satisfaction 
is critical in education research, given teachers’ significant value to educational 
institutions (National Center for Education Statistics [NCES], 1997).  It is not imperative 
that one definition is selected for this work, but it was necessary to examine past 
  
36
researchers’ work before engaging in this research. 
Stream One: A Foundation; Theory/History 
Because researchers study motivation and job satisfaction so frequently, several 
relevant theories exist on these topics (Bogler, 2005).  This stream provides an 
understanding of motivation/job satisfaction theorists, as well as a review of research 
studies that underpin the study.  Job satisfaction researchers have not ignored the valuable 
work of past theorists, whose work has remained relevant.  
History of job satisfaction research; the Hawthorne studies.  The initial 
interest in job satisfaction research dates back to the 1920s with the Hawthorne studies, 
when organizations began to place emphasis on the individual (Herzberg et al., 1959).  
Mayo and Roethlisberger are credited with unveiling the importance of the individual at 
work, and this significance has not been forgotten (Baker Library Historical Collections, 
n.d.).  Today, success in leadership may depend on giving credence to individual 
variables and to relationships among employees.  The Hawthorne studies legitimized the 
importance of the worker and raised interest in job satisfaction and motivation (Baker 
Library Historical Collections, n.d.). 
Mayo and Roethlisberger studied thousands of employees at Western Electric and 
the Hawthorne Works plant near Chicago over a nine-year period.  Their experiments 
involved manipulating employee related variables—lighting being most notable.  From 
their work emerged the “Hawthorne effect,” which proved participants alter their 
behavior in reaction to being observed (Dickson & Roethlisberger, 1966).  As Anteby 
and Khurana (n.d) emphasize, “much of what individuals found meaningful in work was 
their association with others” (Baker Library Historical Collections, n.d., A New Vision 
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section, para. 5).  Given the importance of work relationships, this study may further 
investigate this concept and potentially shed light on ideal connections between 
coworkers. 
Hawthorne studies’ pioneers Mayo and Roethlisberger emphasized the 
importance of the individual and their needs, which had been underscored by previous 
management theory, known as scientific management or Taylorism (Baker Library 
Historical Collections, n.d.).  Yerkes (1922), referring to the age in which Taylor’s 
scientific management began to fade away, wrote, “attention and interest are beginning to 
shift from…things that are worked with, to the worker; from the machinery of industry, 
to the man who made, owns, or operates it” (as cited in Baker Library Historical 
Collections, n.d.).  While Mayo and Roethlisberger broke ground in studying job 
satisfaction in general, Sergiovanni (1967) paved the way for the study of teachers at 
work.  Much has changed since Sergiovanni’s initial research was conducted in the 
1960s, and recent evidence (Birkeland & Johnson, 2003; Harris Interactive, 2013; Lam & 
Yan, 2011; Perrachione et al., 2008) suggests the need for investigating the job of 
teaching and teacher work environments. 
Teacher job satisfaction overview.  To this point, the focus will now shift from 
general job satisfaction literature to research on teachers’ job satisfaction.  Approximately 
four decades after Mayo and Roethlisberger’s work, Sergiovanni (1967) broke ground in 
studying teacher job satisfaction.  Just prior to this study, Herzberg et al. (1959) arguably 
contributed—with their two-factor theory—the most widely used framework for studying 
teacher job satisfaction (Bogler, 2001).  While Herzberg et al. studied accountants and 
engineers, Sergiovanni imitated their work in a milestone study on American teachers.  
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Sergiovanni and Herzberg et al.’s work provides a starting point from which to further 
investigate teachers’ job satisfaction.  
Sergiovanni (1967), in congruence with Herzberg et al. (1959), found 
achievement, recognition, and responsibility increased teacher job satisfaction and 
motivation.  On the other hand, Sergiovanni discovered dissatisfaction was the result of 
poor relationships with students, parents, and colleagues.  Like Mayo and Roethlisberger, 
the importance of relationships was revealed, which will be more deeply investigated in 
the second research stream.  Moreover, Sergiovanni found dissatisfaction was further 
caused by defects in supervision and inelastic policies and practices, which align with 
Herzberg et al.’s factors categorized as dissatisfiers.  Despite decades separating this job 
satisfaction research, there is congruence on what has satisfied and dissatisfied 
individuals at work. 
MetLife Survey.  Teacher job satisfaction was not forgotten after Sergiovanni 
(1967), considering that the MetLife Foundation has reported on teacher job satisfaction 
regularly since 1984.  Figure 6 illustrates the rise and fall of teacher job satisfaction, as 
reported by MetLife.  The most recent survey paints a poor picture of both teacher and 
principal job satisfaction; the number of very satisfied teachers hit its second lowest point 
since the survey’s inception (Harris Interactive, 2013).  Despite plummeting budgets, 
poor resources and facilities, perceptions of unfair compensation, and increasing class 
sizes, some teachers have remained satisfied.  How have 39% of the teacher respondents 
managed to remain satisfied, despite their current working conditions?   
This research sought to fill this gap in our understanding of how satisfied teachers 
have remained satisfied.  What can we learn from those teachers who have remained 
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satisfied in order to improve existing practices, particularly school/work environments?  
Questions have been raised about teacher working conditions and what is needed to keep 
teachers satisfied in an era of increased accountability and reduced resources.  The 
numbers related to current teacher job satisfaction are clear, but teachers’ perceptions of 
the problem were not. 
 
 
 
 
Figure 6. Teacher job satisfaction from 1984 to now. Reproduced with permission from 
The MetLife Survey of the American Teacher: Challenges for School Leadership by 
Harris Interactive, 2013, Retrieved from 
https://www.metlife.com/assets/cao/foundation/MetLife-Teacher-Survey-2012.pdf. 
Copyright 2013 by MetLife, Inc. 
 
 
 
Teacher job satisfaction from the 1990s to now.  In the decade following the 
inception of MetLife’s teacher job satisfaction research, the NCES (1997)—the federal 
government’s statistical arm in the field—reported that nearly one-third of the sampled 
American teachers expressed low job satisfaction levels.  This report linked teacher 
satisfaction with favorable workings conditions, which included administrative support, 
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student behavior, school climate, and teacher independence.  Teachers who felt supported 
by parents were more satisfied than those who felt marginalized by them (NCES, 2007), 
which aligns with Sergiovanni’s (1967) claim that dissatisfaction is the result of poor 
relationships with parents.    
In more recent times, teachers have welcomed supportive relationships with their 
superiors and look positively upon shared leadership approaches or participative 
decision-making (Bogler, 2001; Kirby, Paradise, & King, 1992).  However, Dinham 
(1995) found students’ academic achievement to be the most significant indicator of 
teacher job satisfaction.  Students’ success in the classroom meant teachers felt 
competent and valued, thus increasing teacher job satisfaction.  Marston, Courtney, and 
Brunetti’s (2006) findings were in line with Dinham’s when they discovered teachers in 
California and Pennsylvania derived motivation from working with young people and 
fulfilling professional obligations. 
Motivation and job satisfaction theory.  Carroll (1973), in her job satisfaction 
literature review, outlined four primary frameworks of analysis, which included (a) the 
traditional approach, (b) Herzberg et al. (1959) and the two-factor theory, (c) Maslow 
(1954) and the need hierarchy, and (d) Festinger and cognitive dissonance.  Frameworks 
two and three remain visible in current literature on job satisfaction, yet work in this area 
has advanced since Carroll’s review.  Additional frameworks and theories have emerged, 
yet some, especially Herzberg’s two-factor theory, have endured the test of time.    
Research on motivation is organized into content (focusing on what motivates 
employees) and process (how employees are motivated) theories (Lunenburg & Ornstein, 
2008).  Major content theories include Maslow’s (1954) need hierarchy theory, Herzberg 
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et al.’s (1959) two-factor or motivation-hygiene theory, and Alderfer’s (1972) existence 
relatedness growth (ERG) theory.  Process theories include Vroom’s (1964) expectancy 
theory, Adam’s (1995) equity theory, and Locke and Latham’s (1990) goal-setting 
theory.  Bogler (2001) writes, “Most research on teacher job satisfaction is rooted in the 
pioneering work of Herzberg, Mausner, and Snyderman (1959)” (p. 665).  Significant 
attention is given to this model in the literature, yet Dinham and Scott (1998) provide an 
updated model of Herzberg et al.’s theory, which is critical to a contemporary 
understanding of teacher job satisfaction.  
Need hierarchy and motivation-hygiene theory.  Following the work of Mayo 
and Roethlisberger and the work of Maslow (1954), Herzberg et al. (1959) provided the 
field with additional groundbreaking work on job satisfaction.  Herzberg et al.’s 
advancement in job satisfaction research, known as motivation-hygiene theory, is built 
upon Maslow’s research (Lunenburg & Ornstein, 2008).  Maslow organized human needs 
into five levels, which included physiological, safety, social, esteem, and self-
actualization.  This theory proposes that once a need is satisfied or fulfilled, people will 
then seek to meet the next need in the hierarchy.  According to Carroll (1973), Maslow’s 
need hierarchy theory may still be the most noteworthy in research on job satisfaction.  
However, Carroll made this conclusion before the decades that followed Herzberg et al.’s 
work. 
Herzberg et al.’s (1959) motivation-hygiene theory.  Herzberg et al. expanded 
upon Maslow’s (1954) ideas with the development of the motivation-hygiene theory, also 
called the two-factor theory or the dual-factor theory (Lunenberg & Ornstein, 2008).  The 
results of his work indicate that positive feelings (caused by job satisfiers) are mostly 
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linked to the profession itself.  Factors categorized as satisfiers included not only the 
work itself, but also achievement, recognition, responsibility, and advancement.  On the 
other hand, unpleasant feelings (referred to as job dissatisfiers) are predominantly 
connected to the work environment (Herzberg et al., 1959). 
Herzberg (1987) further noted that the opposite of dissatisfaction is not 
satisfaction; the two are not contraries.  Factors categorized as dissatisfiers included 
company policies, supervision, relationships with coworkers, working conditions, and 
salary.  While these factors may reduce workplace dissatisfaction, they do not tend to 
produce satisfaction.  Instead, motivation stems from the satisfiers mentioned previously.  
Figure 7 provides a graphical representation of factors categorized as satisfiers and 
dissatisfiers.  As a result of Herzberg et al.’s (1959) research, leaders might choose to 
focus much of their attention on job satisfiers, yet recent research has shown the 
importance of factors categorized as dissatisfiers. 
 
 
 
 
Figure 7. Herzberg et al.’s (1959) factors for satisfaction and dissatisfaction. Reproduced 
with permission from Mind Tools, n.d., Retrieved from 
http://www.mindtools.com/pages/article/newTMM_74.htm. Copyright 2013 by Mind 
Tools Ltd. 
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Three-factor teacher satisfaction/dissatisfaction model.  Although Herzberg et 
al.’s (1959) model is still relevant, Dinham and Scott (1998) offer a timelier model of 
teacher satisfaction/dissatisfaction that includes a third factor not recognized by Herzberg 
et al.’s motivation-hygiene theory.  To review, the three-factor model, emerging from the 
International Teacher 2000 Project, includes (a) actual teaching or the job itself, (b) 
school-based aspects, and (c) external or system/societal factors (Dinham & Scott, 1998, 
2000; Scott et al., 2001).  Overall, participants enjoyed actual teaching or the job itself 
the most; satisfaction varied for school-based aspects, but did not cause great satisfaction 
or dissatisfaction (Dinham & Scott, 2000).  On the other hand, recent studies by 
Birkeland and Johnson (2003), Lam and Yan (2011), and Perrachione et al. (2008) 
support the notion of work environments contributing to teachers’ career decisions and 
job satisfaction. 
Despite being an international project, the third domain, or external issues, has 
troubled teachers in all four countries.  Scott et al. (2001) found teachers were generally 
satisfied with actual teaching, yet outside forces that attempt to audit education systems 
have affected teachers’ attitudes about teaching, resulting in a decline in job satisfaction.  
Additionally, Scott et al. outline Bourdieu’s (1998) concepts of the Right and Left Hands 
of the state to conceptualize the current teaching atmosphere as well as the political 
landscape.  The changes experienced by teachers in the 2000s remain unprecedented and 
deserve further attention by researchers.  Expectations and responsibilities of teachers 
have increased while autonomy, perceptions of appreciation, and resources have 
decreased (Scott et al., 2001). 
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To fully understand teacher job satisfaction, it is essential to take into account this 
outward, or third, domain that was introduced as a result of the International Teacher 
2000 Project.  This project provided a solid basis for the researcher’s study and was 
incorporated into the researcher’s conceptual/theoretical framework.  Further, this 
outlook aligned with the researcher’s experiential knowledge as a classroom teacher.  
Moving forward in this review, it is imperative to consider other recent teacher job 
satisfaction studies that have impacted the research project. 
School-based factors.  Lam and Yan’s (2011) work is unique and influential to 
this study given its focus on the second domain, or school-based factors, and their impact 
on new teachers’ job satisfaction in Hong Kong.  The study investigated the job 
satisfaction and career outlooks of new teachers in Hong Kong.  Despite being well paid, 
teachers in Hong Kong are increasingly dissatisfied and the profession is losing its luster.  
The longitudinal qualitative study revealed that teaching environments had a significant 
impact on new teacher’s job satisfaction.  Lam and Yan reported school environment 
factors, including non-teaching responsibilities, equitable workloads, and professional 
autonomy, influenced teacher job satisfaction.   
In the study’s second, qualitative, phase, the researcher engaged in semi-
structured one-on-one interviews, using a modified version of Lam and Yan’s (2011) 
interview schedule.  First, Lam and Yan interviewed 17 pre-service teachers and 
successfully re-interviewed 11 of these educators after two years in the field.  Use of Lam 
and Yan’s second interview schedule allowed the researcher to better understand South 
Central Pennsylvania public school teachers’ perceptions of current conditions and their 
work environments.  Lam and Yan utilized a four-fold typology to conceptualize the 
  
45
study’s findings.  Teachers were organized into idealistic and pragmatic categories, and 
whether they described their environments as suitable or not suitable.  A similar typology 
and graphic was used to present the findings and results in Chapter 4 of this study. 
Lam and Yan (2011) identified participants’ pre-service attitudes and the teaching 
environment as the two chief factors impacting their outlook on work and satisfaction.  
Studies like this and others (Birkeland & Johnson, 2003) have focused on beginning 
teachers, however attention must not be only given to those who have recently entered 
the field.  Additionally, the study was limited to 11 teachers in Hong Kong, yet the 
research extended Lam and Yan’s work to the United States given their significant 
teacher job satisfaction findings.  Their research highlights the importance of teachers’ 
work environments to job satisfaction, as do studies by Birkeland and Johnson (2003) and 
Perrachione et al. (2008).  In addition, Lam and Yan argue the interaction between pre-
service attitudes and school environments influences teachers’ job satisfaction and work 
outlook, which corroborates with discrepancies between teaching as a profession and 
daily teaching activities (Perrachione et al., 2008). 
Perrachione et al. (2008) agree with Dinham and Scott’s (1998) findings, as they 
determined teachers’ satisfaction was closely related to the “core business of teaching,” 
the first of the three domains.  Perrachione et al.’s study was performed in the United 
States but was limited to elementary school teachers with at least five years of 
experience.  The findings revealed two variables to be studied in future research: the 
profession of teaching versus the job of teaching.  Teachers who experienced satisfaction 
with their school environment and/or satisfaction with actual teaching (the profession) 
were more likely to remain in the classroom. 
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While research on teacher attrition is plentiful, Perrachione et al. (2008) write that 
“research focused on ‘why teachers remain in the profession’ is relatively scant” (p. 1).  
Satisfaction, for the surveyed K-5 teachers, was connected to the profession of teaching 
and not to the job of teaching, or work-related duties.  The researchers, however, did not 
provide the rationale behind selecting K-5 teachers.  Additionally, the findings reveal two 
variables to be studied in future research, the profession of teaching versus the job of 
teaching.  Perrachione et al. sought to discover why teachers remain in the profession, 
when others focused their research on why they exit.     
Perrachione—an associate professor of Education at Truman State University—
writes, “I wanted to know why teachers stay in the field, not why they leave” (personal 
communication, April 12, 2013).  Perrachione et al. (2008) invited K-5 public school 
teachers in Missouri to participate in this research on the reasons elementary school 
teachers remain in the profession.  Participants were sent a shortened version of the 
School and Staffing Survey (SASS) and researcher-designed questions, mostly closed-
ended with few open-ended questions.  The study found the majority of participants were 
at least somewhat satisfied with the profession, yet a qualitative analysis found that more 
than half of the satisfied teachers’ comments had a negative undertone.  Satisfaction was 
connected to the profession of teaching and not to the job of teaching, or work-related 
duties.   
Reviewing content and process theories and the results of the International 
Teacher 2000 Project in this first research stream provided the foundation for the research 
project.  The work of Herzberg et al. (1959) has been highly recognized as central to 
teacher job satisfaction research, yet Dinham and Scott (1998) provide an updated teacher 
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job satisfaction model for the twenty-first century.  In addition, the research of 
Perrachione et al. (2008) and Lam and Yan (2011) influenced the purpose and design of 
the study given the suggested need for investigating teachers’ work environments and the 
profession versus the job of teaching.  Intertwined in the second domain, or school-based 
factors, is leadership and relationships, which is the focus of research stream two. 
Stream Two: Leadership, Teacher Job Satisfaction, and Relationships 
In studying teacher job satisfaction, researchers, Bogler (2005) contends, “have 
studied satisfaction mainly in relation to the leadership and management styles of school 
principals” (p. 20).  Bogler has merged job satisfaction research with a contemporary 
leadership theory, known as transformational leadership.  This stream concludes with a 
review of Bogler’s (2001) study on the influence of three factors on teacher job 
satisfaction and Blase and Blase’s (1999) examination of instructional leadership 
characteristics’ impact on the teacher.  Both studies are critical to this research stream 
and are related to principals’ leadership styles and characteristics’ impact on teachers and 
their job satisfaction.  Subtopics include unionization and job satisfaction and principal 
mistreatment.  Before undertaking further exploration of leadership, relationships 
between leaders and followers and among coworkers will first be examined. 
Relationships and listening.  Like Blase and Blase (1999) and Bogler (2001), the 
importance of relationships and listening to colleagues are evident in Scharmer’s (2009) 
final chapter of Theory U.  This is especially clear in Scharmer’s interactions with Mr. B, 
who is the head of an assembly line.  Scharmer writes, “Mr. B realized that it wasn’t 
people he had to change, but rather his relationships to them: How could they become the 
source of change?” (2009, p. 391).  Inherent in Mr. B’s relationships with his employees 
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was his ability to listen—listening with an open heart and an open mind (Scharmer, 
2009). 
Mr. B went on to say, “The best ideas for progress and change are rooted in the 
people themselves” (Scharmer, 2009, p. 392).  Reaching the best possible future for an 
organization is not possible if leaders do not learn to listen.  Sergiovanni (2005) would 
agree with Mr. B.’s sentiments, as he writes, “The people in the trenches are in the best 
position to make critical decisions” (p. 43). Perhaps better communication—or better 
listening, more specifically—is the essential piece in the relationship puzzle between 
leaders and followers.  Listening alone will not improve teacher job satisfaction, but 
everyone will benefit (especially students) by using this information to develop satisfying 
places to work (Eklund, 2008; Johnson et al., 2012).  Mr. B provides this advice to 
leaders and managers: “Listen. Listen and learn to listen more” (Scharmer, 2009, p. 391). 
Award-winning dissertation.  Although these scholars have emphasized the 
importance of listening between leaders and followers, relationships among teachers and 
the community have been documented in the literature as well.  Huysman (2008), in an 
award-winning dissertation, found teachers were most concerned with feelings of being 
underappreciated.  This mixed methods study investigated teacher job satisfaction in a 
rural school district in Florida.  Huysman collected data via the MSQ and semi-structured 
interviews and focus groups.  Unprecedented factors related to teacher job satisfaction 
surfaced, including the effect of the collective bargaining process and competition 
between those native to the area and outsiders.  By investigating teacher job satisfaction 
in a rural district, Huysman exposed issues relevant to small towns, such as an inability to 
“escape” work.   
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Huysman’s (2008) research is significant to this project for multiple reasons: the 
similarity of research sites, the mixed methods approach, and, in particular, the use of the 
MSQ.  Additionally, teacher perceptions of being underappreciated and its impact on 
satisfaction support this project’s direction.  Huysman’s research site and methodology 
are similar to those of the research plan, as the research site was a rural school district in 
South Central Pennsylvania.  
Unionization and job satisfaction.  In an additional study related to the research 
site, Gius (2012) investigated the impact of unionization in public school districts on 
teacher job satisfaction.  The research site has a strong local union association, 
demonstrated by its high percentage of teacher membership.  Gius, distinct from other job 
satisfaction researchers, examined unionization’s impact on teacher job satisfaction in 
public school districts.  Gius investigated historical data from the SASS—also used by 
Perrachione et al. (2008)—a study conducted regularly by the U.S. Department of 
Education.  Guis found teachers working in unionized environments were generally less 
satisfied than teachers in non-unionized districts.  Although teachers in unionized 
environments may be less satisfied, they were more excited about teaching and were less 
likely to leave their schools.  
Guis (2012) speculates teachers may opt for or against working for unionized 
districts based on their attitudes toward unions.  At this time, teachers entering the job-
market seem happy to obtain a position anywhere, regardless of the district’s union 
status.  Guis’ research is relevant to the project because of the research site’s strong local 
union association.  Union activism seems higher now than it was before budget shortfalls, 
especially given the possibility of job losses.  Relationships between school and union 
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leaders may be a significant issue moving forward.  
Similar to Scharmer’s (2009) position in the final chapter of Theory U, the 
importance of relationships and listening to colleagues is evident in the work of Bogler 
(2001) and Blase and Blase (1999).  Lam and Yan (2011) argue the interaction between 
teachers’ pre-service attitudes and school environments notably influences their job 
satisfaction and work outlook.  Similarly, teacher perceptions of underappreciation may 
negatively impact their outlook on occupational prestige, which Bogler found to 
significantly contribute to job satisfaction.  Further, Bogler found that teachers who view 
the profession as meaningful and important in their lives are most satisfied with their 
jobs. 
Leadership (transformational vs. transactional).  Bogler (2001) studied the 
influence of three factors on teacher job satisfaction and has explored two trending 
leadership styles: transformational and transactional leadership (2005).  Transformational 
leadership has superseded the concept of instructional leadership of the 1980s and 1990s 
(Bogler, 2001).  A term coined by Burns (1978), transformational leadership might be the 
leadership prototype needed in our turbulent era (Bogler, 2005; Gross, 2009). 
Transformational leadership theory was the spine of Temple University’s Educational 
Administration program, where the researcher was first exposed to educational 
leadership. 
Figure 8, extracted from a course handout at Temple University, compares these 
two leadership concepts/theories (Gross, 2009).  Despite transformational leaderships’ 
rise to the mainstream, these two leadership methodologies are ambiguously defined 
(Bogler, 2005).  Bogler (2001, 2005) provides the literature with factors that contribute to 
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teacher job satisfaction, with a focus on transformational leadership.  Given the haziness 
between transformational and transactional leadership, explicit understanding of these 
concepts is not critical to this study, yet a general comprehension of leaderships’ impact 
on teacher job satisfaction is relevant to this research project. 
While transformation leaders may be more open and participative in nature, 
transactional leaders are characterized as more authoritarian in style (Bogler, 2001).  
Transactional leadership is transformational leaderships’ antithesis and is viewed as the 
less desirable leadership type.  Transactional leaders may place less of an emphasis on 
relationships with employees and instead focus on teacher weaknesses (Bogler, 2001).  
Transactional leaders are characterized as incapable of looking beyond the current system 
and moving organizations forward (Gross, 2009).     
Transformational leadership, coined by Burns (1978), is arguably the leadership 
prototype needed in this unprecedented era of change and turbulence (Bogler, 2001; 
Gross, 2009).  Key points in transformational leadership theory include motivating others 
beyond ones’ comfort levels, moving others to focus on the “team,” and a concern for 
employees’ or followers’ needs.  Additionally, transformational leaders are described as 
visionary, inspiring, accepting of challenge, and charismatic (Lunenburg & Ornstein, 
2008).  Transformational leaders are arguably not driven by exterior pressures (Gross, 
2009), yet the third domain’s influence seems inescapable, especially given the outside 
emphasis placed on high-stakes testing. 
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Transformational Transactional 
Guided by inner sense of responsibility to 
students, families, the community, and social 
development on a world scale. 
Driven by an exterior pressure of 
accountability to those above in the 
organizational/political hierarchy.  
Leads from an expansive community-building 
perspective. A democratic actor who 
understands when and how to shield the school 
from turbulence and when and how to use 
turbulence to facilitate change. 
Bounded by the system and the physical 
building. A small part of a monolithic, more 
corporate structure.  
Integrates the concepts of democracy, social 
justice, and school reform through scholarship, 
dialogue, and action.  
Separates democracy and social justice from 
guiding vision and accepts school improvement 
(a subset of school reform) as the dominant 
perspective.  
Operates from a deep understanding of ethical 
decision making in the context of a dynamic, 
inclusive, democratic vision. 
Operates largely from perspective of the ethic 
of justice wherein obedience to authority and 
current regulations is largely unquestioned 
despite one’s own misgivings.  
Sees one’s career as a calling and has a well 
developed sense of mission toward democratic 
social improvement that cuts across political, 
national, class, gender, racial, ethnic, and 
religious boundaries.  
Sees one’s career in terms of specific job titles 
with an aim to move to ever-greater positions 
of perceived power within the current system’s 
structure.  
 
Figure 8. Transformational vs. transactional leadership. Reprinted from Assessment of 
Curriculum and Instruction [Class handout], by S. Gross, 2009, Philadelphia, PA: 
Temple University. Copyright 2009 by Steven Jay Gross, Ed.D.   
 
 
 
Bogler (2001) found an association between transformational leadership and 
increased teacher job satisfaction in a study of over 900 teachers from nearly 100 schools.  
“The more the teachers perceived their occupation in terms of a profession, the more they 
perceived their school principals to be transformational leaders…and the less they 
exhibited transactional leadership, the greater their job satisfaction,” writes Bogler (2001, 
p. 673).  As mentioned, transformational leaders place an emphasis on people and 
individuals (Bogler, 2001), while transactional leaders value self-interest and are less 
concerned with relationships (Gross, 2009). 
Despite the importance of leadership, according to Bogler (2001), the impact of 
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occupation perceptions on teacher job satisfaction was the study’s most exciting 
conclusion.  Bogler identified three factors that influence teacher job satisfaction: “(a) 
teachers’ perceptions of their principals’ leadership style (transformational/transactional), 
(b) teachers’ perceptions of their principals’ decision-making strategy 
(autocratic/participative), and (c) teachers’ occupation perceptions” (2001, p. 663).  
Further, Bogler found that “self-esteem, autonomy at work, and professional self 
development contribute the most to job satisfaction” (2001, p. 678).  Educators who view 
teaching as meaningful and important in their lives will be most satisfied with their jobs.  
Additionally, teacher participation in decision making positively influences their 
occupation perception.  Shared leadership or collective approaches to decision making 
improve satisfaction and relationships between leaders and followers (Bogler, 2001; 
Scharmer, 2009; Sergiovanni, 2005).   
Teachers’ occupation perceptions—Bogler’s (2001) most exciting finding 
relevant to job satisfaction—are evolving in light of recent efforts to increase 
accountability and standardize education.  Teachers have less control over what to teach 
due to high-stakes testing, supported by Rubenstein (2013)—the well-known former 
Illinois educator and the researcher’s experiential knowledge.  Bogler’s research aligns 
with Dinham and Scott’s (2000) work in the International Teacher Project; these 
researchers recognize the third domain’s impact on teachers’ occupation perceptions.  
Dinham and Scott note the following about external forces: 
While it is very encouraging to find that leadership can make a difference to 
teacher and executive satisfaction at the school level, school leaders and teachers 
are largely at the mercy of a generally unsympathetic, increasingly demanding set 
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of external forces. (2000, p. 394)   
Consequently, soliciting teachers’ occupation perceptions is warranted at this time, 
although these perceptions may be outside the realm of school leaders’ control. 
Leadership behaviors and job satisfaction.  Blase and Blase (1999) concur with 
Dinham and Scott’s (2000) claim of school leaders’ ability to impact teacher job 
satisfaction through varied leadership behaviors at the site level.  Blase and Blase 
explored the concept of instructional leadership and qualities or behaviors that teachers 
perceived as beneficial.  The two essential components related to instructional leadership 
revealed in this study are “(a) talking with teacher to promote reflection and (b) 
promoting professional growth” (Blase & Blase, 1999, p. 350).  At the school level, 
teachers were satisfied with leaders who promoted reflection and growth, which is within 
school leaders’ influence. 
Blase and Blase (1999) sampled over 800 teachers enrolled at three major 
American universities with an open-ended questionnaire.  Blase and Blase discovered 
principals used five primary strategies to encourage reflection.  These approaches 
included: “(a) making suggestions, (b) giving feedback, (c) modeling, (d) using inquiry 
and solicit advice and opinions, and (e) giving praise” (Blase & Blase, 2009, p. 368).  
These strategies were most popular in promoting reflection, the first major component of 
instructional leadership studied by Blase and Blase. 
In researching the second component, promoting professional growth, Blase and 
Blase (1999) found instructional leaders engaged in the following: “(a) emphasizing the 
study of teaching and learning, (b) supporting collaboration efforts among educators, (c) 
developing coaching relationships among educators, (d) encouraging and supporting the 
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redesign of programs, (e) applying principles of adult learning, growth, and development 
to all phases of staff development, and (f) implementing action research to inform 
instructional decision making” (p. 374).  These are the most common methods principals 
used to promote professional growth in teachers.  Encouraging reflection and growth 
contributes to a motivated environment; thus both categories of strategies deserve 
attention from today’s educational leaders (Lunenberg & Ornstein, 2008).  Both 
categories provide principals with strategies that teachers find helpful and increase 
teacher job satisfaction.  
Principals matter to job satisfaction and have been recognized as the pivotal factor 
in teachers’ work environments (Boyd et al., 2011; Ladd, 2011).  School leaders who 
effectively promote reflection and professional growth, via the various strategies 
mentioned above, have had positive impacts on teacher motivation, self-esteem, and 
emotions (Blase & Blase, 1999).  Teachers led by principals who exhibit the behaviors 
outlined by Blase and Blase (1999) reportedly had higher job satisfaction.  Of the two 
contrasting leadership styles, leaders who exhibit these behaviors, viewed positively by 
teachers, coincide with transformational leadership.  When principals listen to teachers’ 
ideas about job satisfaction and work climate and develop pleasant places to work, 
everyone will benefit, especially students (Eklund, 2008; Johnson et al., 2012). 
Devoting time and attention to what teachers view as beneficial leadership 
behaviors may foster more motivating and high achieving schools for students.  
Additionally, teacher job satisfaction research is particularly noteworthy for school 
leaders, considering “satisfied teachers will be more enthusiastic about investing time and 
energy in teaching their students” (Bogler, 2001, p. 679).  Principals’ leadership styles 
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and characteristics indirectly influence student achievement (Blase & Blase, 1999; 
Bogler, 2001), and educational institutions with dissatisfied teachers might not realize 
desired increases in student achievement.   
The work of Blase and Blase (1999) and Bogler (2001) point to teachers’ need to 
see their contributions as valuable and to see professional growth.  Teachers may see 
their contributions as valuable if principals incorporate them into the decision-making 
process (Blase & Blase, 1999; Bogler, 2001; Sergiovanni, 2005), a concept more closely 
investigated in the final research stream.  In general, teachers appreciate supportive 
relationships with their superiors, as opposed to more directive relationships (Blase & 
Blase, 1999; Bogler, 2001).  The summarization and comparison of these research studies 
illustrates the importance of leaderships’ impact on teacher job satisfaction at the site 
level, and provides a solid foundation from which to move forward. 
Principal mistreatment.  Blase and Blase (1999), who examined instructional 
leadership characteristics, advanced their investigation of leadership and teacher job 
satisfaction in an unprecedented study on principals’ mistreatment of American teachers.  
Blase and Blase’s (2006) phenomenological study investigated the 
psychological/emotional effects of long-term unprofessional and abusive principal 
behaviors, as experienced by teachers.  A snowball sampling method was utilized to 
identify American teachers who had experienced the phenomenon.  Educators who 
experienced long-term mistreatment (six months to nine years) felt depressed, angry, and 
helpless, among other negative emotions.  Blase and Blase present a principal 
mistreatment model, which organizes behaviors into three levels, from moderately to 
severely aggressive.  Teacher job satisfaction, within the last five years, has focused 
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primarily on teacher retention and attrition, although the literature is scattered with 
studies on leadership’s relationship to job satisfaction.   
 Two years later, Blase, Blase, and Du (2008) identified 38 behaviors associated 
with principal mistreatment and ranked the top 10 most often experienced by teachers.  
The list closely corresponded to mistreatment research in other professions, minus the 
issue of favoritism, which ranked second on this list.  This descriptive study on principal 
mistreatment of teachers treaded new territory in analyzing teacher job satisfaction, 
especially in the United States.  Further study of principal mistreatment could gain 
traction and is significant based on the number (77%) of participants who indicated they 
would leave teaching because it.  Blase et al.’s research corroborates other studies in this 
stream as it stresses the importance of leadership for job satisfaction.  
Leadership, this stream’s focus, seems inseparable from job satisfaction and many 
studies have researched job satisfaction through this lens.  Leadership behaviors viewed 
positively by teachers have also been studied as they related to promoting reflection and 
growth.  Also, research has found that leadership behaviors aligned with transformational 
leadership contribute positively to teacher job satisfaction.  Transformational leaders 
were described as visionary, inspiring, accepting of challenge, and charismatic.  
Transactional leaders, in contrast, are more authoritarian in style and may focus on 
teacher weaknesses (Bogler, 2001).  This stream provides an understanding of 
leaderships’ pivotal influence on teacher job satisfaction.  Leadership overlaps with the 
final stream, which investigates additional work environment factors that notably 
contribute to teacher job satisfaction. 
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Stream Three: Factors/Elements Contributing to Teacher Job Satisfaction 
Researchers have examined many factors or variables that contribute to teacher 
job satisfaction; these factors are both intrinsic and extrinsic, with emphasis typically 
given to the latter.  Carroll (1973) organized job satisfaction factors into three categories: 
demographic characteristics, firm-related variables, and individual-related variables.  
This stream emphasizes firm-related or school-based variables due to their variability and 
changeability among school buildings and districts.   
Protheroe (2011) identified school leadership, opportunities for collaboration, 
compensation, teacher involvement in decision-making, physical facility, and time as 
workplace conditions important to teachers.  These factors provide structure for this final 
stream; however, no single study could possibly investigate the countless issues that 
impact educators’ occupational satisfaction.  The second research stream was devoted to 
school leadership; thus, it is not directly included in this section.  Additionally, the 
physical facility—a not often researched factor—was not deeply studied in the current 
investigation.  Furthermore, Protheroe briefly mentions high-stakes tests, as they can 
negatively impact teacher job satisfaction.  Given Protheroe’s list and the researcher’s 
experiential knowledge, the following factors comprise the final research stream: 
standardized testing, compensation and economic factors, collaboration and available 
time, and teacher involvement in decision making.  In addition, teacher retention is a 
heavily studied variable in teacher job satisfaction research; therefore, studies by 
Birkeland and Johnson (2003) and Gardner (2010) are also reviewed.  Both studies point 
to the school/work environment as a pivotal factor in determining teachers’ satisfaction 
and their decision to stay, move, or leave the profession altogether.  Protheroe relied 
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heavily on research from the Teaching and Learning Conditions Initiative, and thus, the 
researcher begins by mentioning this important initiative related to teacher working 
conditions. 
Teaching and Learning Conditions Initiative.  Although teacher job 
satisfaction research is plentiful, a growing body of literature is giving attention to 
working conditions that matter to teachers, particularly research from the New Teacher 
Center (NTC).  A nonprofit organization, the NTC has led investigations of teacher 
working conditions through their Teaching and Learning Conditions Initiative.  This 
effort involves the Teaching and Learning Conditions Survey, which began in North 
Carolina in 2002 in partnership with Governor Easley and the North Carolina 
Professional Teaching Standards Commission (NTC, n.d.).  To date, over 840,000 
educators have participated in this significant study.  The Teaching and Learning 
Conditions Survey—a quantitative instrument—includes the following constructs related 
to teaching conditions: (a) time, (b) facilities and resources, (c) community support and 
involvement, (c) managing student conduct, (d) teacher leadership, (e) school leadership, 
(f) professional development, and (g) instructional practices and support (NTC, n.d.).  
This list of constructs overlaps with Protheroe’s (2011) school-based factors and content 
in this study’s second and third research streams.  While federal education policy may be 
outside of school leaders’ influence, the school/work environment is not and thus 
deserves close attention, which the Teaching and Learning Conditions Initiative has 
aimed to give. 
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Leavers, movers, and stayers.  In addition to drawing from the Teaching and 
Learning Conditions Initiative, Protheroe’s (2011) claims were also heavily nested in the 
work of Johnson (1990), a renowned scholar on teacher working conditions.  Birkeland 
and Johnson (2003) emphasize the importance of the school site/work environment in 
contributing to teachers’ satisfaction in their study of new teachers’ career decisions.  The 
longitudinal qualitative study investigated 50 beginning teachers in Massachusetts, and 
their decisions to leave the profession, move to new schools, or remain in current 
positions.  Teachers were interviewed during their initial year of teaching, contacted 
again during their second year and spoken to again in their third year.  Teachers were 
classified as leavers, movers, or stayers, and stories within each group were presented.  
Birkeland and Johnson reference their prior work on professional cultures and reinforce 
the significance of what they refer to as integrated professional cultures.  Though some 
participants viewed teaching as a short-term occupation, teachers’ experiences within 
their schools were influential in determining their career decisions.  
Music teacher retention.  Like Birkeland and Johnson (2003), Gardner (2010) 
studied teacher retention, with a specific focus on music teachers.  Data was investigated 
from the 1999-2000 SASS and the 2000-2001 Teacher Follow-Up Survey (TFS).  The 
sample included nearly 48,000 public and private school teachers, approximately 1,900 of 
which were music educators.  Gardner found music teachers were generally satisfied with 
their positions and the profession.  However, teachers changed positions to take better 
assignments or because of dissatisfaction with workplace conditions.  A noteworthy 
finding showed music teachers were much more likely to hold traveling or part-time 
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positions.  Music teachers held more part-time positions than other teachers, felt less 
supported, and indicated salary and benefits as reasons for leaving the profession.   
Gardner (2010) suggests school leaders should work to create more opportunities 
for music teachers to have full-time positions.  However, this suggestion fails to 
recognize shrinking budgets and that teachers in non-tested areas, like music, are given 
less regard than those in tested subjects.  In Pennsylvania, for example, music is not a 
state-mandated testing area, and it may be interesting to hear from participants working in 
tested and non-tested subject areas. 
Workplace conditions important to teachers.  Standardized testing.  We are 
currently in an era of standardized testing and teachers can be displeased with a “teaching 
to the test” approach to education.  Kellough and Kellough (2007) argue NCLB 
represents “the most significant and controversial change in federal education policy 
since the federal government assumed a major role in American education” (p. 17).  
NCLB brought unprecedented high-stakes tests, with a particular focus in reading and 
mathematics.  Although NCLB has not been renewed, Pennsylvania schools now must 
administer graduation competency assessments, called Keystone Exams.  These 
assessments have replaced the PSSA for high school juniors.  Federal education policy 
and test-driven instruction have strongly impacted teacher job satisfaction.  
Teaching is demanding (Eklund, 2008), and testing associated with NCLB has 
only added additional pressure (Byrd-Blake et al., 2010).  Reduced funds, resources, and 
personnel intensify teaching’s complexity and add to the burden felt by educators 
(Eklund, 2008; Scott & Dinham, 2000).  Urban educators in particular reported they 
disliked the “pressures of test-driven instruction and high stakes testing” most when 
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asked what they disliked about their work (Byrd-Blake et al., 2010, p. 458).  Pressure to 
improve is undoubtedly greater for teachers, administrators, and students in low 
performing schools (Byrd-Blake et al., 2010).  High-stakes testing has lowered morale 
and increased stress, particularly for urban educators, and can limit teacher autonomy in 
the classroom. 
Job stress was one variable Klassen and Chiu (2010) considered in a quantitative 
study of Canadian teachers.  Klassen and Chiu studied the relationship among teachers’ 
demographics and self-efficacy, job stress, and job satisfaction.  Three domains of self-
efficacy—instructional strategies, classroom management, and student engagement—and 
two types of job stress—workload and classroom stress—were examined.  Results 
indicated female teachers had greater workloads and classroom stress.  The study is 
distinctive in its connection between teacher self-efficacy and job satisfaction.  Teachers 
with higher self-efficacy in classroom management or instructional strategies were more 
satisfied with their work.  Higher self-efficacy in the three domains generally meant 
higher job satisfaction.  A longitudinal study may be necessary to further explore findings 
related to the rise and fall of teacher self-efficacies over the course of a career (Klassen & 
Chiu, 2010).  Nonetheless, the study demonstrates the need for studying late career 
teachers, a population this research project did not ignore.  
Economic factors and compensation.  The current economic situation has added 
stress to teachers’ and administrators’ jobs.  It has also made creating opportunities for 
more full-time teachers challenging because of shrinking budgets due to decreased public 
financial support.  Educators have more responsibilities and fewer resources to work with 
in these desolate economic times (Eklund, 2008).  The Harrisburg School District 
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recently trimmed over $23 million from their budget, yet still expects nearly a $16 
million deficient (Veronikis, 2012).  Discussions of freezing teacher salaries and the 
elimination of personnel for financial reasons have become more prevalent in South 
Central Pennsylvania (Wallace, 2012), which may have contributed to an overall shift in 
teacher job satisfaction and motivation. 
Just how much teachers value compensation is frequently contested, yet Tuck, 
Berman, and Hill (2009) highlight compensations’ importance to those in the teaching 
profession.  Tuck et al. investigated disparities in teacher salaries and Alaskan public 
schools’ inabilities to offer competitive salaries to attract and retain quality teachers.  
This study is unique as it does not involve a specific population, but is centered on the 
state of Alaska, a place where amenities and financial resources vary greatly.  Tuck et al. 
argue rural school districts are unable to offer competitive teacher salaries due to 
inequalities in education funding.  The current investigation did not deeply investigate 
salary differentials, yet one MSQ item asked participants to indicate their level of 
agreement with their pay and the amount of work they do.  Compensation is critically 
relevant at this time due to budgetary concerns and decreased financial support from 
federal and state governments.  
Tuck et al. (2009) point out, “While surveys of teachers changing positions or 
leaving teaching indicate a broad array of reasons, it is clear that ‘money matters’” (p. 
59).  The NCES (1997), however, reported that salary had little to do with teacher 
satisfaction.  Nonetheless, a national survey indicated that “among teachers expressing 
dissatisfaction as a reason for moving or leaving teaching, 47 percent of teachers who had 
changed teaching positions, and 45 percent of those who had left teaching gave poor 
  
64
salary as a reason” (as cited in Tuck et al., 2009, p. 59).  Discrepancies exist in the 
literature on the importance of direct compensation to teachers. 
Collaboration and time.  Collaboration is a vital element of a workable 
organizational culture (Sergiovanni, 2005).  Kassissieh and Barton (2009) write, “When 
collaboration is embedded in teachers’ work and supported by leadership, meaningful 
professional learning and improved teaching follow” (p. 23).  Too often, teacher 
collaboration is not effectively built into work schedules and time spent collaborating 
must happen outside of the contractual workday.  Teachers working in isolation ensures 
that they, within and among academic departments, remain unaligned and discussions 
about improvement are circumvented (Kassissieh & Barton, 2009).  The current structure 
can inhibit time colleagues spend working together, and in doing so, may prevent the 
development of professional and personal relationships.  As mentioned in Chapter 1, the 
majority of teachers at the research sites indicated rarely in response to the following 
item: “Our school schedule reflects frequent communication opportunities for teachers 
and staff,” (Wagner, 2006, p. 43; J. Newark, personal communication, June 3, 2013).  
The second phase of this research may help to shed light on teachers’ perceptions of how 
time and opportunities for collaboration affects their work environments. 
Teacher involvement in decision making.  An undisputed area of importance to 
teachers is their involvement in the decision-making process.  Teachers welcome 
supportive relationships with their superiors and look positively upon shared leadership 
approaches or participative decision making (Bogler, 2001; Kirby et al., 1992).  There is 
certainly an overlap between the factor of participative decision making and leadership 
  
65
and relationships from the second research stream, yet a distinct focus is provided within 
this final stream.  
Bogler (2001) found teacher participation in decision making positively 
influences their occupation perception, a critical job satisfaction factor.  Bogler’s work—
as was reviewed in the second stream—reported on the impact of occupational 
perceptions.  Distributive leadership or collective approaches to decision making may 
improve teacher job satisfaction, as well as relationships between leaders and followers 
(Bogler, 2001; Sergiovanni, 2005).      
Tommy Lasorda—a remarkable baseball player, coach, and executive—once said, 
“I believe that managing is like holding a dove in your hand.  If you hold it too tightly, 
you kill it, but if you hold it too loosely, you lose it” (as cited in Sutton, 2010, p. 21).  
Sutton (2010) refers to this principle, related to power sharing, as Lasorda’s Law.  This 
factor is particularly evident in past and current research on leadership and management.  
Appropriately funneling power to workers encourages individuals to shine in the 
workplace (Kouzes & Posner, 1995; Sutton, 2010).  Kouzes and Posner (1995) write, 
“When we feel we’re controlled by others, when we believe that we lack support or 
resources, we show no commitment to excel (although we may comply)” (p. 184).  Power 
sharing is intertwined in building effective relationships between leaders and followers; 
overly-assertive leadership can be detrimental to this endeavor (Sutton, 2010). 
Job satisfaction factors have historically been organized into three categories: 
demographic characteristics, firm-related variables, and individual-related variables 
(Carroll, 1973).  This stream gives emphasis to firm-related, or in our case, school-based 
variables.  A growing body of literature on teacher working conditions is emerging, led 
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by NTC’s Teaching and Learning Conditions Initiative (NTC, n.d.); however, scholarly 
peer-reviewed literature on this topic is minimal at this time.  Factors relevant to school-
based variables included: teacher retention, standardized testing, compensation and 
economic factors, collaboration and available time, and teacher involvement in decision 
making.  The study of firm-related or school-based variables is merited given their 
importance to teacher job satisfaction, and it is “where there is thus greatest potential for 
change within schools,” as noted by Scott et al. (2001, p. 19). 
Summary 
The amount of available job satisfaction research is extensive, and therefore this 
review was framed around the following research streams: (a) a foundation; 
theory/history, (b) leadership, teacher job satisfaction, and relationships, and (c) 
factors/elements contributing to teacher job satisfaction.  What is more difficult, 
however, is synthesizing the vast research that has come before the current study.  Each 
stream informs this research, however, the last stream—with a focus on school-based 
variables or work environment perceptions—may be most closely connected with the 
research problem.  The reviewed literature provided a foundation for this research study 
and shed light on the need for further exploration of teacher perceptions of working 
conditions, given unprecedented influence by external factors, diminishing resources, and 
divested school infrastructures.  Teacher perceptions of working conditions and what 
factors contribute to job satisfaction will vary from school to school and across districts 
(Dinham & Scott, 1998, 2000).  By listening and responding to teachers’ perceptions 
about working conditions that increase their satisfaction, teachers, administrators, and 
students will benefit (Eklund, 2008; Johnson et al., 2012).   
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Mayo and Roethlisberger broke the initial ground in the study of job satisfaction 
with the Hawthorne studies in the 1920s (Baker Library Historical Collections, n.d.), and 
Sergiovanni (1967) led the way for the study of teachers four decades later.  Prior to 
Sergiovanni, Herzberg et al. (1959) gave to the field what today is the backbone of most 
research on teacher job satisfaction (Bogler, 2001).  Although this model is still relevant, 
Dinham and Scott (1998) offer a timelier model of teacher satisfaction/dissatisfaction that 
includes a third factor not recognized at the time by Herzberg et al.  Our understanding of 
teacher job satisfaction and relevant theory has evolved, yet there is still more to learn 
about teacher working conditions (Johnson et al., 2012), especially as the economy and 
education policy shift.  
Numerous factors, 16 of which were introduced by Herzberg et al. (1959), have 
been explored in job satisfaction investigations.  Factors relevant to this study include 
standardized testing, compensation/economic factors, collaboration/time, and teacher 
involvement in decision-making, all of which are studied by the NTC’s Teaching and 
Learning Conditions Initiative (NTC, n.d.).  While many factors appear to influence job 
satisfaction, leadership seems especially influential, as seen by the transformational and 
transactional leadership theories outlined in this chapter.  Leaders’ attention toward 
teacher working conditions (or the second of the three domains) is critical, especially 
considering that this area is within school leaders’ realm of influence and is a factor 
leaders have the ability to change (Dinham & Scott, 1998, 2000). 
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Chapter 3: Action-Oriented Research Methodology 
Chapter 2 provided a review of the literature on teacher job satisfaction, its initial 
appeal to researchers, and relevant theorists and scholars whose work provides a 
foundation for this study.  The three themes of this review were (a) a foundation; 
theory/history, followed by (b) leadership, teacher job satisfaction, and relationships 
and, (c) factors/elements contributing to teacher job satisfaction.  The purpose of this 
mixed methods study was to examine public school teachers’ job satisfaction status in a 
South Central Pennsylvania school district under the prospective conditions of 
diminishing resources and poor work environments (Harris Interactive, 2013).  An 
explanatory sequential mixed methods design was used, entailing first collecting 
quantitative data, followed by collecting in-depth qualitative data to explain and expand 
on the quantitative results.  
The researcher identified a real-life problem for which a solution was needed and 
conducted a backyard study with the aim of developing work environment best practices 
for teachers.  Ravid (2011) writes, “Action research is conducted by practitioner-
researchers in their own settings to solve a problem by studying it, proposing solutions, 
implementing the solutions, and assessing the effectiveness of these solutions” (p. 4).  In 
addition, Creswell (2013) suggests studying one’s own organization as a practical starting 
point for beginning researchers.  Given that the research site is the researcher’s place of 
employment, there was minimal difficulty accessing the site and participants.  The 
researcher has demonstrated teacher job satisfaction’s importance in prior chapters and is 
optimistic about making a valuable impact on the research site.  The study may lead to 
the improvement of teacher job satisfaction or happiness, not only for teachers, but also 
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for students as the beneficiaries. 
This mixed methods study involved the use of an established quantitative 
instrument (the MSQ) and a modified version of a qualitative instrument developed and 
utilized by Lam and Yan (2011).  The researcher aimed for a balanced and neutral 
examination of the topic and viewed the articulated research design as the best approach.  
Three research questions were addressed in this study:  
1. How satisfied are teachers with their work, as measured by the MSQ, in a South 
Central Pennsylvania school district? 
2. What is the relationship between specific demographic variables and teachers’ 
reported job satisfaction, as measured by the MSQ, in a South Central 
Pennsylvania school district? 
3. What are the lived experiences of teachers who are dissatisfied and satisfied with 
their occupation in a South Central Pennsylvania school district? 
Questions are organized not in order of importance, but rather, in the order they were 
addressed.  The first two questions are descriptive; and question three is a differences or 
comparative question between two groups (satisfied and dissatisfied teachers).  A forth, 
less prominent question, was a combination mixed method question and addressed the 
relationship between the two strands.  Chapter 3 will address how these questions were 
investigated, as well as provide information related to the research site, population, 
research design and rationale, research methods, and ethical considerations.   
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Research Design and Rationale 
Mixed methods research is the tactful blending of quantitative and qualitative 
research within a study to answer the research questions and develop an understanding of 
the research problem (Johnson & Christensen, 2008).  Mixed methods researchers believe 
this combined approach provides a better understanding of the problem than one method 
alone (Creswell, 2008; Creswell & Plano Clark, 2011).  The problem in this study was 
best investigated with a mixed methods approach due to the existing research problem, 
questions, research site, and the researcher’s preferences.  There was a need to both 
obtain comprehensive quantitative results at the research site and to enhance such results 
by drawing out teachers’ voices, particularly to determine their perceptions of current 
conditions/work environments.  Four basic designs exist within mixed methods research: 
the convergent parallel design, the explanatory sequential design, the exploratory 
sequential design, and the embedded design (Creswell & Plano Clark, 2011), with 
explanatory sequential being popular among educational researchers (Creswell & Plano 
Clark, 2007). 
The researcher employed an explanatory sequential mixed methods design to 
investigate teacher job satisfaction in a South Central Pennsylvania school district.  
Creswell and Plano Clark (2007) write, “The overall purpose of this design is that 
qualitative data helps explain or build upon initial quantitative results” (p. 71).  Within 
this design exist two alternatives: follow-up explanations and participant selection models 
(Creswell & Plano Clark, 2007), with the latter being the variation of this study (see 
Figure 9).  Interview participants were purposefully selected using a maximal variation 
sampling technique to allow both satisfied and dissatisfied teachers to share their stories 
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and perceptions of their job satisfaction status.  Additionally, this second phase allowed 
for a more detailed explanation of the results in phase one.  The explanatory sequential 
design consists of two phases, with quantitative data collection first, followed by 
qualitative data collection (Creswell & Plano Clark, 2007, 2011).    
 
 
 
 
 
 
Figure 9. Explanatory sequential design: Participant selection model. Reproduced with 
permission from Designing and conducting mixed methods research (p. 73), by J. W. 
Creswell & V. L. Plano Clark, 2007, Thousand Oaks, CA: SAGE Publications. Copyright 
2007 by SAGE. 
 
 
 
In phase one, the researcher engaged in non-experimental, descriptive, 
quantitative research given that the researcher took a one-time snapshot of teachers’ 
occupational satisfaction.  All teachers at the research site were invited to anonymously 
complete a web-based version of the short-form MSQ to determine their general job 
satisfaction.  The researcher utilized the short form because of its conciseness and the 
MSQ’s long history, popularity among doctoral researchers, and its prior use to research 
teachers.  A visual model of how teachers were organized after phase one is depicted in 
Table 1.  Teachers anonymously completed the MSQ, and self-reported their total MSQ 
score, or general satisfaction scale, if they were interested in volunteering to participate in 
phase two. 
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Table 1 
 
Visual Model of Phase One 
 
Phase one quan: Non-experimental descriptive research 
Instrument: short-form MSQ 
Score Ranges (20-100) 
20-60 61-79 80-100 
Group One (Dissatisfied) Group Two Group Three (Satisfied) 
 
 
 
The researcher arranged phase one’s online instrument, using SurveyGizmo, to 
generate participants’ total MSQ score, or general satisfaction scale, which ranged from 
20 to 100 (Weiss et al., 1967).  Phase one’s overview of teachers’ job satisfaction was 
then followed by several in-depth interviews with educators who were found to have high 
and low satisfaction levels (maximal variation sampling) to understand how those 
attitudes were shaped.  The researcher invited teachers from groups one and three to 
engage in semi-structured one-on-one interviews.  Volunteering teachers indicated their 
willingness to be interviewed in the initial instrument’s final question.  Teachers were 
organized into dissatisfied and satisfied groups, and randomly selected to participate in 
researcher-led in-depth interviews. 
The Phenomenological Approach 
Phase one led the researcher to a second, qualitative, phase where perceptions of a 
heterogeneous group of teachers were explored.  Merriam (2009) writes, “qualitative 
researchers are interested in understanding the meaning people have constructed, that is, 
how people make sense of their world and the experiences they have in the world” (p. 
13).  This study’s explanatory sequential design was aimed at providing a comprehensive 
understanding of teachers’ occupational satisfaction, while allowing others to understand 
the problem from the teachers’ perspectives, which had previously not been clear. 
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When employing the explanatory sequential mixed methods design, Creswell and 
Plano Clark (2011) encourage researchers to shift their philosophical assumptions as they 
transition from phase one to phase two.  Creswell and Plano Clark write, “The overall 
philosophical assumptions in this design change and shift from postpositivist to 
constructivist as researchers use multiple philosophical positions” (2011, p. 83).  The 
researcher has always valued relationships and hearing about people’s stories and life 
experiences, and thus has a strong connection with the social constructivism paradigm. 
Constructivism is tightly associated with phenomenology (Chiari & Nuzzo, 1996). 
Merriam (2009) points outs that “some assume that all qualitative research is 
phenomenological, and certainly in one sense it is” (p. 24).  However, Merriam outlines 
not only “basic qualitative research” as one approach, but also five additional 
approaches—including phenomenology—overlapping with Creswell’s (2013) five 
qualitative research designs (2009, p. 22).  The researcher chose phenomenology to 
supplement the initial, quantitative findings.  Creswell writes, “a phenomenological study 
describes the common meaning for several individuals of their lived experiences of a 
concept or a phenomenon” (2013, p. 76).  Phenomenological studies often investigate 
“intense human experiences” such as the loss of a loved one, anger, grief—although this 
is not always the case (Merriam, 2009, p. 26). 
The phenomenological approach is a sensible choice when, according to Johnson 
and Christensen (2008), the purpose is to “describe one or more individuals’ experiences 
of a phenomenon” (p. 394).  Furthermore, this was the most appropriate approach for this 
study given that the entire population had experienced the phenomenon.  The participants 
have been teaching for nearly a combined 100 years and have all experienced what it is 
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like to be a teacher in a public school district in the twenty-first century.  How did these 
teachers view the job and profession as a result of their experiences? 
A modified version of Lam and Yan’s (2011) interview schedule from their study 
on Hong Kong teachers’ job satisfaction and career development was used to explore 
educators’ occupational perceptions and the reality of their experiences in this South 
Central Pennsylvania school district.  Ultimately, phenomenological researchers seek to 
develop a summative description or “an overall essence of the experience” (Creswell, 
2013, p. 60).  Creswell (2013) writes, “The reader should come away from the 
phenomenology with the feeling, ‘I understand better what it is like for someone to 
experience that’ (Polkinghorne, 1989, p. 46)” (p. 62).  Therefore, the objective of this 
phase was to be able to understand dissatisfied and satisfied teachers’ perception of their 
job satisfaction through their eyes.  A visual model of phase two is depicted in Table 2. 
A deeper look into this type of qualitative inquiry reveals two phenomenological 
approaches: transcendental (or philosophical) and hermeneutic (Creswell, 2007; 
Moustakas, 1994; van Manen, 1990).  Ultimately, the researcher adopted the 
transcendental approach given its systematic structure for analyzing the data.  Creswell 
(2013) writes, “Using the Moustakas (1994) approach for analyzing the data helps 
provide a structured approach for novice researchers” (pp. 82-83).  Moerer-Urdahl and 
Creswell’s (2004) study on the ripple effect of mentoring provides a prototype for those 
conducting a transcendental phenomenological study. 
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Table 2 
 
Visual Model of Phase Two 
 
Phase two qual: Phenomenological study 
Instrument: modified version of Lam and Yan’s (2011) interview schedule 
Goals: 
a) Explain/expand MSQ results 
b) Explore phenomenon 
Dissatisfied and Satisfied Groups 
How do they describe their job satisfaction status? 
Sub-Investigation 
Pre-Teaching Expectations Perceptions of Current Conditions 
What did you think would happen? What is your perception of what is 
happening? 
 
 
 
Challenges and Rationale for Mixed Research 
An inherent challenge with mixed research is the need for researchers to be 
competent in both methods; however, the explanatory sequential is the most 
straightforward of the possible designs (Creswell & Plano Clark, 2007).  An advantage of 
the explanatory sequential design is its two-phase structure, which allows researchers to 
collect quantitative data and qualitative data in two separate stages.  Therefore, one 
researcher is able to carry out this research design, and data is more easily managed given 
that the two phases do not occur simultaneously.  A challenge associated with this design 
includes issues related to time, given that there are two phases and researchers must make 
multiple decisions related to participant selection (Creswell & Plano Clark, 2007, 2011); 
however, criterion were established to select the qualitative research participants for this 
study.  The researcher recognized the advantages, challenges, and steps—included in 
Appendix B—associated with the study’s explanatory sequential design.  
This mixture of quantitative and qualitative data provided comprehensive answers 
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to the research questions and a thorough understanding of the research problem in the 
researcher’s place of employment.  Greene, Caracelli, and Graham (1989) provide five 
general justifications for engaging in mixed research: (a) triangulation, (b) 
complementarity, (c) development, (d) initiation, and (e) expansion; both 
complementarity and development were identified as motives in this particular study.  
The explanatory sequential design is a sensible approach when researchers want to use 
quantitative results to purposefully select participants for a qualitative phase (Creswell & 
Plano Clark, 2011).  Therefore, the design’s purpose can be described as development as 
the MSQ results informed the participant identification and selection process for 
qualitative data collection.  Interview data was critical given the lack of voice given to 
teachers in terms of their job satisfaction.  The researcher sought to enhance quantitative 
results with what emerged from qualitative data collection and analysis.  In conclusion, 
the reason for using both strands was to purposefully select participants for the qualitative 
phase based on their MSQ results and to provide a deeper understanding of the problem 
than would be achieved by either isolated approach (Creswell & Plano Clark, 2011). 
Site and Population 
Population Description 
The research questions have driven a mixed methods approach; thus, the 
researcher had to make decisions about the population and sample for both quantitative 
and qualitative data collection.  This study’s population was the teaching staff at a mostly 
rural school district in South Central Pennsylvania.  It did not include counselors, 
psychologists, nurses, aides, or other support staff at the research site.  All 250 teachers in 
the district were invited to voluntarily participate in the quantitative portion of this work, 
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while the researcher utilized a purposeful sampling technique to select six participants for 
qualitative data collection.  The assistant to the superintendent provided the researcher 
with a list of teachers at the site organized by department and work location.  This South 
Central Pennsylvania school district employs roughly 250 (predominantly Caucasian) 
teachers, serving a community with less than 5% of residents classified as minorities.   
Site Description 
Given the action-oriented nature of this work, the researcher conducted a 
backyard study and was focused on finding a solution for this real-life problem related to 
teacher work environments.  The research site was a mostly rural school district in South 
Central Pennsylvania consisting of six school buildings: three elementary schools 
(Grades K-4), an intermediate school (Grades 5-6), a middle school (Grades 7-8), and a 
high school (Grades 9-12).  The number of teachers in each building is displayed in Table 
3.  Some teachers work in multiple buildings.  The elementary schools have been named 
elementary school #1, #2, and #3 to protect the confidentiality of the school district.  This 
rural school district in South Central Pennsylvania educates approximately 4,000 students 
and serves a relatively blue-collar community.  
Over the last few years, upper-level administrators have held informal 
communication sessions titled “Coffee and Conversation” to listen to teachers’ concerns 
and ideas.  Attending one such event, in October 2012, deepened the researchers interest 
in teacher job satisfaction.  Teachers had the opportunity to discuss any issue, but 
teachers’ stress dominated the conversation.  What the researcher witnessed and heard at 
this meeting solidified the need and desire to conduct this study.  The researcher intends 
is to make a positive impact on this South Central Pennsylvania school district by 
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improving, if only slightly, the lives of teachers.   
The research problem is not necessarily site-specific; however, the study at the 
research site’s high school on school culture (outlined in Chapter 1) warranted the need 
for further exploring teachers’ job satisfaction within this particular environment.  In 
addition, the research extends this investigation of school culture and opened the research 
to all teachers at the research site, not just those at the high school.  The school district 
faced a multi-million dollar budget shortfall and teachers have already taken a salary 
freeze during the 2011-2012 school year.  Contract negotiations are underway and 
teachers fear a reduction in pay, reduced benefits, and a loss of reimbursement for 
enrollment in graduate courses.  As an aspiring school leader, the researcher’s intent was 
to increase our understanding of teacher job satisfaction and satisfying work 
environments under unprecedented circumstances; the researcher’s connection to the 
district only further encouraged a well-prepared and executed study on teacher job 
satisfaction. 
 
 
Table 3 
 
Research Site’s School Buildings and Teachers 
 
School Building Number of Teachers 
Elementary School #1 (Grades K-4) 20 
Elementary School #2 (Grades K-4) 23 
Elementary School #3 (Grades K-4) 38 
Intermediate School (Grades 5-6) 35 
Middle School (Grades 7-8) 42 
High School (Grades 9-12) 74 
Multiple Buildings 18 
Total 250 
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Site Access 
The researcher had eased access to the research site given the backyard and 
action-oriented nature of this research.  The researcher has worked closely with school 
district leadership and has developed good working relationships with these gatekeepers.  
Requests to conduct doctoral research must be made in writing to the district’s assistant 
superintendent; school district administrators have been supportive of teachers 
conducting graduate coursework.  The researcher submitted a letter, along with a 
proposed data collection and dissertation timeline, and relevant contact information, to 
the district’s assistant superintendent and superintendent.  The gatekeepers replied with 
questions to which the researcher responded.  In November 2014, the superintendent 
granted the researcher permission to conduct the dissertation study at the research site.  A 
“Site Access Letter” is included in Appendix C.  The researcher also prepared a 
supplementary lay summary to share with school building principals prior to contacting 
the potential research participants.   
Research Methods 
The researcher, utilizing the explanatory sequential mixed methods design, first 
collected quantitative data through the short-form MSQ and an accompanying researcher-
created demographic instrument, followed by in-depth one-one-one interviews with an 
interview schedule developed by Lam and Yan (2011).  Various instruments measuring 
job satisfaction exist, with the MSQ being popular among researchers (Spector, 1997).  
Although this longstanding instrument is not specific to the work of educators, doctoral 
researchers have used it to investigate both teacher and principal job satisfaction 
(Huysman, 2008; Larson, 2011; Lombardo, 2005).  The resulting data provided the 
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researcher and school leaders with a snapshot of teachers’ satisfaction levels at this 
school district without causing a major disruption given its conciseness.  The researcher 
also distributed the instrument electronically, using a SurveyGizmo email campaign, and 
asked for less than 10 minutes of participants’ time, which may have contributed to the 
high participation rate.  The chosen interview guide for follow-up one-on-one interviews 
allowed teachers to express their understanding of the problem and expand on the MSQ 
results.  The review of the literature in Chapter 2 indicated many researchers have 
investigated teacher job satisfaction from a mixed methods approach, but with a 
dominant quantitative element.   
Description of Each Method Used  
For both instruments the researcher provides (a) a description, (b) details related 
to participant selection, (c) identification and invitation, (d) data collection, and (e) data 
analysis procedures.  Subsequently, a data collection and dissertation timeline is 
presented. 
Phase one: MSQ instrument description.  The MSQ, a popular method of 
measuring job satisfaction (Spector, 1997), is a self-report instrument with two versions, 
a long form and a short form.  Weiss et al. (1967) provide the Manual for the Minnesota 
Satisfaction Questionnaire with information regarding the instrument’s usage, reliability, 
and validity.  The MSQ is a general job satisfaction instrument and was used in this study 
to gain an understanding of teachers’ job satisfaction status at the research site.   
Both MSQ forms ask participants to respond to questionnaire statements using a 
5-point Likert response format, ranging from (1) very dissatisfied to (5) very satisfied.  
The long form consists of 100 items and takes around 15-20 minutes for participants to 
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complete.  The 100 items are broken into 20 scales (or dimensions), with five items per 
scale, while the short form consists of 20 items or one item per scale.  The 20 job 
satisfaction dimensions include (1) ability utilization, (2) achievement, (3) activity, (4) 
advancement, (5) authority, (6) company policies and practices, (7) compensation, (8) co-
workers, (9) creativity, (10) independence, (11) moral values, (12) recognition, (13) 
responsibility, (14) security, (15) social service, (16) social status, (17) supervision—
human relations, (18) supervision—technical, (19) variety, and (20) working conditions 
(Weiss et al., 1967).  Each scale title and corresponding satisfaction item, as written in 
the MSQ’s manual, is displayed in Table 4. 
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Table 4 
 
MSQ’s 20 Scales 
 
 Scale Satisfaction Item 
1 Ability utilization The chance to do something that makes use of my 
abilities. 
2 Achievement The feeling of accomplishment I get from the job. 
3 Activity Being able to keep busy all the time. 
4 Advancement The chances for advancement on this job. 
5 Authority The chance to tell people what to do. 
6 Company policies and 
practices 
The way company policies are put into practice. 
7 Compensation My pay and the amount of work I do. 
8 Co-workers The way my co-workers get along with each other. 
9 Creativity The chance to try my own methods of doing the job. 
10 Independence The chance to work alone on the job. 
11 Moral values Being able to do things that don’t go against my 
conscience. 
12 Recognition The praise I get for doing a good job. 
13 Responsibility The freedom to use my own judgment. 
14 Security The way my job provides for steady employment. 
15 Social service The chance to do things for other people. 
16 Social status The chance to be “somebody” in the community. 
17 Supervision—human 
relations 
The way my boss handles his/her workers. 
18 Supervision—technical The competence of my supervisor in making decisions. 
19 Variety The chance to do different things from time to time. 
20 Working conditions The working conditions. 
 
 
 
The short form requires around five minutes of participants’ time, and measures 
three scales: intrinsic, extrinsic, and general satisfaction.  Each participant’s total MSQ 
score, or general satisfaction scale, will fall between 20 and 100.  Participants’ intrinsic 
satisfaction is determined by their responses to items 1, 2, 3, 4, 7, 8, 9, 10, 11, 15, 16 and 
20, whereas the extrinsic satisfaction scale uses items 5, 6, 12, 13, 14 and 19 of the short-
form MSQ, as shown in Table 5. 
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Table 5 
 
Short-Form MSQ’s Intrinsic and Extrinsic Satisfaction Scales 
 
 Item Corresponding Scale 
Intrinsic 
1 Activity 
2 Independence 
3 Variety 
4 Social status 
7 Moral values 
8 Security 
9 Social service 
10 Authority 
11 Ability utilization 
15 Responsibility 
16 Creativity 
20 Achievement 
Extrinsic 
5 Supervision—human relations 
6 Supervision—technical 
12 Company policies and practices 
13 Compensation 
14 Advancement 
19 Recognition 
 
 
 
The short-form MSQ was selected as this study’s instrument for phase one, given 
its long history, popularity among doctoral researchers, and its prior use with educators.  
Several doctoral researchers utilized the MSQ in studies involving teachers within the last 
few years (Eldred, 2010; Gleason, 2012; Hatchett, 2010; Larson, 2011; Mathis, 2010; 
Qualls, 2008; Siddiqi, 2012; Tucker, 2009).  Additionally, the research site’s 
superintendent employed the MSQ during dissertation research on school principals, and 
thus, had familiarity with the chosen instrument.  The short-form MSQ’s brevity was 
appealing, in addition to several of its specific questions that were especially applicable 
to the selected research site.  The most applicable job satisfaction dimensions include 
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company policies and practices, creativity, independence, recognition, responsibility, and 
working conditions, which were of particular interest based on existing and new school 
district practices.  The researcher recognizes teachers’ workloads and desired to select the 
best instrument for the study while still considering the participants’ time constraints.   
Both reliability and validity are critical to educational, or any, research, and a 
study on teacher job satisfaction is no different.  Normative data exists for 27 groups, 
including teachers, within the Manual for the Minnesota Satisfaction Questionnaire, and 
the MSQ has satisfactory internal consistency (Weiss et al., 1967).  In writing about 
validity, Weiss et al. (1967) refer to the Minnesota Importance Questionnaire (MIQ) and 
the theory of work adjustment and assure its satisfactory validity.  The researcher was 
confident in the selection of this instrument given its long history, its recurrent use by 
doctoral researchers, the conciseness of the short form, and its reliability and validity as 
reported in the instrument’s manual.  
Phase one continued: demographic instrument description.  In addition to the 
short-form MSQ, the researcher asked participants to complete a brief demographic 
instrument (see Appendix K).  This tool collected information regarding teachers work 
location, age, sex, marital status, years of teaching experience, average class size, and 
household income.  Demographic questions were based on a review of the literature and 
prior research studies.  The researcher had the opportunity to determine if there were 
relationships between these independent variables and the dependent variable, teachers’ 
job satisfaction scale scores.  This demographic instrument preceded the MSQ.  From the 
participants’ perspective, the two appeared to be one instrument, separated by pages on 
the web.  The researcher tested the instrument’s functionality before utilizing it in this 
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dissertation research to ensure the feasibility of the data collection method. 
Phase one: participant selection.  The population was the sample for this phase 
of the research since all teachers were invited to complete the MSQ.  This South Central 
Pennsylvania school district employs approximately 250 predominantly Caucasian 
teachers.  All educators at the research site were invited to participate in phase one to 
provide the most complete snapshot of teacher job satisfaction.  This approach also 
allowed the researcher to compare teachers’ job satisfaction among the school district’s 
six academic buildings.    
Phase one: identification and invitation.  After gaining permission from 
necessary gatekeepers, the researcher developed the instrument using an online survey 
tool called SurveyGizmo.  SuveyGizmo users have the ability to easily distribute surveys 
via “email campaigns.”  Before utilizing this feature, the researcher informed all teachers 
at the research site of this study in a letter sent via school district email (see Appendix J).  
In March 2014, a contact list was developed and an email campaign was established.  The 
email campaign’s initial message included a hyperlink to the researcher-created 
demographic instrument and the short-form MSQ.  Electronic distribution was 
convenient given that all research participants were asked to complete the survey during 
the same window of time.   
Participants anonymously completed the web-based survey instrument at their 
will and convenience.  Teachers consented to participate by responding to the consent 
question on page one of the web-based instrument.  Only those who consented by 
selecting “Yes, I would like to continue” were allowed to continue to the survey (see 
Appendix K).  The researcher has been employed at the research site for over seven years 
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and has had interactions with teachers across the school district through planning district-
wide teacher events.  Difficulties in accessing school buildings and research participants 
were minimal given this work’s backyard nature. 
Phase one: data collection.  MSQ gatekeepers, Vocational Psychology Research, 
granted the researcher permission to use a web-based version of the MSQ (see Appendix 
H).  As previously mentioned, the researcher used an online survey tool named 
SurveyGizmo, given the researcher’s familiarity with this tool.  Researchers have 
increasingly turned to web-based surveys in educational research (Larson, 2011; 
Solomon, 2001); paper-and-pencil surveys are becoming outdated in the twenty-first 
century.  SurveyGizmo’s email campaign feature allowed the researcher to send thank 
you and reminder messages during data collection.  Teachers had the opportunity to opt-
out of receiving further email communication.  In mid-April 2014, the resulting dataset 
was exported as a Statistical Package for the Social Sciences (SPSS) file.  A web-based 
data collection approach allowed all teachers to complete the MSQ within the same time 
period and greatly assisted in the organization of the data.    
Phase two: modified version of Lam and Yan’s (2011) instrument 
description.  The researcher will repeat the details presented for the MSQ, beginning 
with a description of the qualitative instrument in phase two of this research.  The 
researcher employed a modified version of Lam and Yan’s interview schedule, originally 
used to explore the job satisfaction and career development of beginning Hong Kong 
teachers.  Both the original and a modified version of this instrument are included in 
Appendices F and G.  In their longitudinal study, Lam and Yan first interviewed 17 pre-
service teachers about their motivations for teaching, and successfully re-interviewed 11 
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of these teachers after two years in the field.  The researcher’s window of time did not fit 
with a longitudinal study and therefore utilized the interview schedule from the second 
interviews.  Lam and Yan write the following about the second interview:  
After their two-year teaching experience, participants recalled their motivation for 
joining the profession and orientation to teaching. They were asked about (a) 
whether their orientation has changed and why, (b) whether there were any 
changes in their career and why, (c) whether they were satisfied with their work 
experience in school and why. (2011, p. 388) 
In addition, the researcher modified the instrument to determine the extent to which 
decreasing budgets and poor resources and facilities exist at the research site.  The 
effects, if any, on teachers’ job satisfaction were also explored.  The utilization of this 
research instrument aligns with a faculty member’s suggestion from Drexel University’s 
College of Education.  Additionally, Lam and Yan’s work is unique in its focus on the 
second domain, or school-based factors, where the researcher is focusing attention.  This 
longitudinal qualitative study revealed that teaching/work environments had a significant 
impact on Hong Kong beginning teachers’ job satisfaction. 
Phase two: participant selection.  It was significant to understand both what 
satisfies and dissatisfies teachers; comparing those findings helped to identify practices 
that promote healthy climates and support teachers.  The perceptions of both satisfied and 
dissatisfied teachers were considered to make recommendations for improving current 
practices at the research site.  For these reasons, a maximal variation sampling strategy 
was used, which provided rich interview data and a balanced picture of the phenomenon 
from teachers with both high and low levels of job satisfaction.   
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In congruence with the explanatory design’s participant selection model, the MSQ 
results narrowed the potential research participants for phase two.  Phase one participants 
were organized into three groups: dissatisfied (group one), neutral (group two), and 
satisfied (group three), as indicated earlier in Table 1.  The researcher interviewed three 
teachers from group one and three teachers from group three.  Six one-on-one interviews 
were manageable to conduct in the timeframe available to accomplish this research.  
Phase two: identification and invitation.  The initial instrument’s last question 
read, “Are you interested in participating in phase two of this research?”  Phase one 
participants who indicated “No” were taken to a “Thank You” page, while those 
respondents who checked “Yes” were redirected to a contact form (see Appendix L).  
The contact form was in no way connected to the initial instrument so that anonymity 
was maintained.  A total of 61 respondents indicated interest in participating in phase two 
and completed the contact form.  Those interested were asked to provide their name, 
email address, work phone extension, the building in which they worked, and their total 
MSQ score, or general satisfaction scale.  The researcher arranged for SurveyGizmo to 
automatically provide phase one participants with their total MSQ score after completing 
the instrument.  Rather than self-reporting their exact score, participants indicated in 
which range their score fell within: less than 40, 41-50, 51-60, 61-70, 71-79, or 80 and 
above.  Ranges were used so that the researcher could not connect a respondent’s total 
MSQ score with the resulting data file. 
Participants interested in phase two were organized in an Excel file into three 
groups based on where their MSQ scores fell: dissatisfied, neutral, and satisfied.  
Teachers with MSQ scores of 60 or below were categorized as generally dissatisfied with 
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their work, while teachers with MSQ scores of 80 and above were labeled as generally 
satisfied.  As noted previously, the overall, or general satisfaction, scale ranges from a 
low of 20 to a high of 100, with a median of 60 (Weiss et al., 1967).  The dissatisfied and 
satisfied groups were roughly 10 “points,” or approximately one standard deviation, 
below and above the mean, respectively.  Six volunteering phase one participants whose 
total MSQ score ranged from 20 to 60 (group one) or from 80 to 100 (group three) were 
randomly invited via email to participate in the qualitative phase.   
The researcher shared the interview agenda and scheduled a convenient time and 
location to meet with each randomly selected participant.  With this participant selection 
approach, rich and descriptive data was collected from the most and least satisfied 
teachers, as had been determined by the MSQ.  The researcher sought to thoroughly 
investigate the attitudes and perceptions of both very dissatisfied and very satisfied 
teachers and believed these groups could provide thick descriptions and thoughtful 
insights to the research problem.   
Phase two: data collection.  Participants of phase two completed a consent form 
at the time of the interview—the most popular means of collecting qualitative data 
(Merriam, 2002).  These semi-structured interviews followed Lam and Yan’s (2011) 
modified interview schedule, included in Appendix G.  Each interview lasted between 25 
and 50 minutes.  Some participants knew the researcher and this may have helped elicit 
the disclosure of authentic teacher attitudes and perceptions (Lam & Yan, 2011).  The use 
of in-depth interviews supported an understanding of the research problem through 
teachers’ perspectives, which was critically important to this work.  The researcher took 
brief written notes during each interview, and audio recordings were also captured using 
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an iPhone application named DropVox.  The researcher then sent the audio recordings 
from each interview to a transcription service, Scribe Collective, for transcription.  In 
compliance with Drexel University’s Institutional Review Board (IRB), all original data 
was housed in an approved secure database known as Blackboard Learn file exchange 
within the Dissertation Management System (DMS).  Following data collection, a thank 
you note and copy of the consent form was sent to each participant.  
Data Analysis Procedures 
Now that each data collection instrument has been explained, a description of how 
quantitative and qualitative data was analyzed will be provided.  In Table 6, the 
researcher provides the three research questions, how they were investigated, and the data 
analysis methods utilized. 
 
 
Table 6 
 
Research Questions, Methods, and Analysis Matrix 
 
Research Questions Method Data Analysis 
1.  How satisfied are teachers with their 
work, as measured by the MSQ, in a South 
Central Pennsylvania school district? 
Short-form MSQ Descriptive statistics 
(SPSS) 
2.  What is the relationship between 
specific demographic variables and 
teachers’ reported job satisfaction, as 
measured by the MSQ, in a South Central 
Pennsylvania school district? 
Short-form MSQ Multiple regression; 
Chi-square tests of 
independence 
(SPSS) 
3.  What are the lived experiences of 
teachers who are dissatisfied and satisfied 
with their occupation in a South Central 
Pennsylvania school district? 
One-on-one 
interviews – 
modified version of 
Lam and Yan’s 
(2011) interview 
schedule 
Reflective journal; 
Interview 
transcripts; 
Creswell’s (2013) 
version of the 
Stevick-Colaizzi-
Keen method 
(NVivo) 
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Phase one: data analysis.  Using an online survey tool like SurveyGizmo allows 
the resulting data to be easily organized, stored securely online, and readily accessible to 
researchers.  SurveyGizmo also allows researchers to easily export data to Microsoft 
Excel, Word, and SPSS for analysis.  The resulting dataset was exported as a SPSS file, 
and IBM SPSS Statistics 20 on a Macintosh was used to analyze the 167 participant 
responses to the MSQ and demographic instrument.  Adding the demographic instrument 
to the MSQ allowed the researcher to determine relationships between independent 
variables (such as specific work location, sex, and age) and dependent variables (intrinsic, 
extrinsic, and general job satisfaction scores).   
Researchers have used both parametric (e.g., the t test) and non-parametric 
statistics (e.g., the chi-square test; Ravid, 2011) to analyze MSQ data (Eldred, 2010; 
Gleason, 2012; Hatchett, 2010; Larson, 2011; Lombardo, 2005; Mathis, 2010; Qualls, 
2008; Siddiqi, 2012; Tucker, 2009).  Thus, the researcher was faced with difficult 
decisions regarding the most appropriate statistical analyses to perform.  Ultimately, the 
researcher chose to analyze the data at the “macro level” by using scales and at the 
“micro level” by examining each item (Carifio & Perla, 2007, p. 110).  Multiple 
regression was used to analyze the MSQ holistically (or by utlizing the three scales), and 
chi-square tests of independence were conducted to perform a question-by-question 
analysis.  The Likert item versus Likert scale debate is addressed in the next section 
because it influenced data analysis decisions.   
Likert response formats versus Likert scales.  It is important to distinguish the 
“vast difference between a Likert responding format and a Likert scale” (Carifio & Perla, 
2007, p. 109).  Considerable debate regarding Likert items and Likert scales exists in the 
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literature (Brown, 2011; Carifio & Perla, 2007; Jamieson, 2004).  In relation to the short-
form MSQ, a Likert item is one statement where respondents are asked to determine their 
level of agreement, from very dissatisfied (1 point) to very satisfied (5 points).  The short-
form MSQ’s three scales, on the other hand, are determined by adding several responses 
to the Likert items, with the general satisfaction scale being the summation of the entire 
instrument.  In agreement with Carifio and Perla (2007), the MSQ’s scales, or any Likert 
scale for that matter, are treated as continuous variables because “scale items are not 
autonomous and independent…but rather they are a structured and reasoned whole” (p. 
109).  According to Carifio and Perla, “perhaps the most widely known erroneous or 
mythical claim about ‘Likert scales,’…is that ‘Likert scales are ordinal scales and thus 
only non-parametric statistical tests may and should be used with them’” (2007, p. 110).  
Given the debate in the literature, the researcher chose to first analyze the quantitative 
data at the “macro level” by using the scales and next at the “micro level” by conducting 
an item-by-item analysis. 
Macro and micro levels of analysis.  Ravid (2011) writes, “The multiple 
regression procedure is used when two or more variables are used to predict one criterion 
variable” (p. 136).  Therefore, a multiple regression analysis was conducted to investigate 
the relationship between the seven independent variables and the MSQ’s three scales.  
When employing this statistical test, the dependent (or criterion) variable “should be 
measured on a continuous scale,” while the independent (or predictor) variables “should 
be measured on a ratio, interval, or ordinal scale” (Brace, Kemp, & Snelgar, 2012, p. 
208). 
Next, the researcher analyzed the resulting dataset at the “micro level” by 
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examining each item using chi-square tests of independence.  Chi-square tests of 
independence were utilized for each question to determine the relationship between levels 
of agreement and specific demographic variables.  In writing about the chi-square test, 
Ravid (2011) states, “The units of measurement that are often used are frequency counts 
and observations (rather than scores)” (p. 180).  The MSQ utilizes the following 5-point 
Likert response format: (1) very dissatisfied, (2) dissatisfied, (3) neutral, (4) satisfied, and 
(5) very satisfied.  Given the structure of both the MSQ and the demographic instrument, 
chi-square tests of independence were an appropriate statistical procedure for examining 
the data.  With this approach, individual items were examined instead of scores, or the 
short-form MSQ’s three scales.   
Based on the number of participants, the researcher combined categories (or cells) 
to more effectively conduct this statistical test.  Very dissatisfied and dissatisfied 
categories were combined into “dissatisfied,” and satisfied and very satisfied were 
combined into “satisfied.”  Neutral responses remained as is.  Researchers have utilized 
similar approaches while using the chi-square test to analyze MSQ data (Bowman, 2009; 
Crane, 2006; Miller, 2000; Ongkasuwan, 1994; Rhone, 2010).  The concept of cell 
collapsing is further expanded on in the next chapter. 
Descriptive statistics.  Prior to presenting multiple regression and chi-square tests 
of independence findings, the population will be described using the data collected from 
the demographic instrument.  Means and standard deviations for these variables and the 
short-form MSQ’s three scales of intrinsic, extrinsic, and general satisfaction will be 
presented.  Additionally, the researcher will present the means (from highest to lowest) 
and standard deviations for the MSQ’s 20 items.  The same information for each work 
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location, or each of the six school buildings, is also included in Appendix M.  
Participants’ responses to the MSQ’s 20 items, across the 5-point Likert item format, is 
reported in Appendix O.  This follows Brown’s (2011) suggestion to present the 
frequency distributions if the means and standard deviations are presented for individual 
Likert items.  Finally, the dissertation includes a number of tables and figures to depict 
teachers’ job satisfaction status and relationships uncovered between independent 
variables. 
Phase two: data analysis.  Previously, the researcher noted two 
phenomenological approaches: transcendental or philosophical and hermeneutic 
(Creswell, 2007; Moustakas, 1994; van Manen, 1990).  Ultimately, the researcher 
adopted the transcendental approach given its systematic structure for analyzing the data.  
Creswell (2013) writes, “Using the Moustakas (1994) approach for analyzing the data 
helps provide a structured approach for novice researchers” (pp. 82-83).  However, to 
begin, the researcher considered broader recommendations from Creswell and Moustakas 
(1994) to analyze the current investigation’s six verbatim transcripts.  This meant reading 
each transcript several times, highlighting keys ideas, and making notes in the margins.  
Data were analyzed primarily by hand, although QSR International’s NVivo for Mac, 
qualitative data analysis software, was used to supplement the organization and analysis 
of the data.   
Phenomenological data analysis followed Creswell’s (2013) version of the 
Stevick-Colaizzi-Keen method, as outlined by Moustakas (1994).  Moerer-Urdahl and 
Creswell’s (2004) study on the ripple effect of mentoring provides a prototype that may 
be followed when analyzing data in a transcendental phenomenological study.  Their 
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analysis followed Creswell’s version of the Stevick-Colaizzi-Keen method, as outlined 
by Moustakas.  In accordance with this approach, analyzes included reporting of 
significant statements (horizonalization), developed themes (clusters of meaning), 
textural and structural descriptions, and a summative section, or “an overall essence of 
the experience” (Creswell, 2013, p. 80; Moerer-Urdahl & Creswell, 2004; Moustakas, 
1994).  The researcher attempted to capture participants’ experience with the 
phenomenon by using many of their own words. 
In addition to relying on this systematic approach, the researcher reviewed data 
analysis procedures executed by Lam and Yan (2011), who developed the original 
interview schedule that was slightly modified for use in phase two of this study.  In their 
influential study on new teachers in Hong Kong, Lam and Yan utilized a four-fold 
typology to conceptualize the study’s findings.  Lam and Yan write, “The experiences of 
the participants are best captured by a conceptualisation comprising their initial teaching 
orientation and the teaching environment they have experienced – the two main factors 
identified from the interviews as having the most important influence” (2011, p. 339).  
Lam and Yan organized teachers into idealistic and pragmatic categories, and whether 
they described their environments as suitable or not suitable, as shown in Table 7.  A 
similar typology was used to present the findings of this research and is depicted in Table 
8.  Participants’ identities were protected with aliases and their placement on the four-
fold typology was recorded in the table. 
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Table 7 
 
Lam and Yan’s (2011) Teaching Motivation and School Environment Typology 
 
Type 1. Idealistic – suitable school 
environment 
Type 3. Idealistic – not suitable 
environment 
Type 2. Pragmatic – suitable environment Type 4. Pragmatic – not suitable 
environment 
 
 
 
Table 8 
 
Data Summary Table: Based on Lam and Yan’s (2011) Four-Fold Typology 
 
Participants Type 1 Type 2 Type 3 Type 4 
Participant 1 
    
Participant 2 
    
Participant 3 
    
Participant 4 
    
Participant 5 
    
Participant 6 
    
Total 
    
 
 
Stages of Data Collection 
Having a detailed plan for the completion of this research assisted in meeting 
project milestones and deadlines.  In January 2014, the researcher began working on 
Drexel University’s IRB requirements.  A detailed research proposal and additional 
protocols were submitted and later approved in March 2014 (see Appendix D).  After 
gaining the necessary approvals, the researcher informed professional staff at the research 
site of this dissertation study in a letter sent via school district email. 
Prior to beginning data collection, the researcher gained permission to employ the 
research instruments.  In January 2014, Lam and Yam (2011) at the Hong Kong Institute 
of Education approved the modification and use of their second interview schedule (see 
Appendix I).  Later, Vocational Psychology Research at the University of Minnesota 
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granted the researcher permission to use the short-form MSQ (see Appendix H). 
Phase one data collection was launched in late March 2014.  Teachers were given 
an approximately three-week window to complete the MSQ and researcher-created 
demographic instrument.  In late April 2014, the researcher created an Excel file 
organizing respondents interested in phase two.  Based on their MSQ scores, the 
researcher categorized the respondents into three groups: dissatisfied, neutral, and 
satisfied.  Three randomly selected teachers from both the dissatisfied and satisfied 
groups were contacted via email to schedule a one-on-one interview.  Interviews were 
held in early May 2014.    
 Next, interview audio recordings were sent to Scribe Collective for transcription. 
During this time, phase one data analysis was underway.  Qualitative data analysis began 
in June 2014, and member checks followed in July 2014.  Chapters 4 and 5 were written 
between the months of April and July 2014.  The final defense was scheduled for August 
2014.  The data collection timeline with dissertation activities is provided in Table 9. 
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Table 9 
 
Data Collection and Dissertation Timeline 
  
Activity Time 
Seek permission to access research site. October 2013 
Proposal defense. December 2013 
IRB responsibilities. January 2014 
Obtain permission to use research instruments. January 2014 
IRB approval. March 2014 
Email letter to staff at research site. March 2014 
Administer MSQ. Late March 2014 
Begin MSQ data analysis. Late April 2014 
Invite respondents to participate in interviews. Late April 2014 
Interview selected participants. May 2014 
Begin interview data analysis. June 2014 
Write Chapter 4. April to July 2014  
Write Chapter 5. April to July 2014 
Submit manuscript draft to chair. July 2014 
Final defense. August 2014 
Revise manuscript as needed. August 2014 
Submit final edited manuscript. September 2014 
Graduation. September 6, 2014 
 
 
 
Ethical Considerations 
This section is a critical piece of this study and should be to all educational or 
other types of research (Johnson & Christensen, 2008).  Ethical practices were considered 
and performed during this study.  First, the researcher sought IRB approval in the winter 
of 2014 and complied with all recommendations.  Prior to beginning this study, the 
researcher also gained permission from gatekeepers at the researcher site to collect 
quantitative and qualitative data, which Creswell (2008) notes is an ethical practice (see 
Appendix C).  As noted, approval was also requested and obtained to employ the MSQ 
and a modified version of Lam and Yam’s (2011) second interview schedule.  Instrument 
approval letters can be found in Appendices H and I.  
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This action-oriented research was designed with the site and participants in mind 
and did not cause a major disturbance or put any staff member in a difficult situation. 
Participation in this study was completely voluntary, and instrument completion in phase 
one was anonymous.  To ensure anonymity, personally identifiable information was not 
associated with responses.  Participants completed the web-based instrument at their will 
and convenience; consent was required before beginning instrument completion.   
In phase two, participant-provided information was also handled confidentially.   
Participants signed a consent form before beginning their interview.  Interviewees were 
assigned pseudonyms, which were used during interview audio recordings and data 
reporting.  Real names were not used in any report. Information from the study that can 
be traced back to any participant will not be released to any person.  The researcher 
pledged confidentiality to all qualitative research participants. 
There were no known risks associated with this study and no participants from a 
sensitive population were included in this research.  Participants’ time was the only threat 
associated with this study.  The researcher recognized teachers’ workloads and attempted 
to select the best instrument for the study while considering the participants’ time 
constraints.  During MSQ instrument completion, participants could opt out of 
completing particular questions or decline to complete the entire instrument.  Phase one 
participants were given the opportunity to volunteer to be interviewed by the researcher.  
Interviews were scheduled at a location convenient for each participant, and participants 
could opt out at any time if they experienced discomfort. 
Precautions were also taken when managing the data gathered.  All original data 
was housed in an approved secure database known as Blackboard Learn file exchange 
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within the DMS for Drexel University.  Access to Blackboard Learn is password 
protected.  Furthermore, only the researcher had password-protected access to the 
SurveyGizmo account being used to develop the instrument and collect quantitative data.  
Audio files were also stored within the Blackboard Learn file exchange.  Copies of the 
resulting data from this study will be stored indefinitely on a SanDisk USB flash drive.  
SanDisk SecureAccess software allows users to create a password-protected folder on the 
flash drive.  Data will be stored within this folder, and only the researcher will have 
knowledge of the password. 
Summary 
The researcher employed the explanatory sequential mixed methods design to 
examine public school teachers’ job satisfaction status in a South Central Pennsylvania 
school district under the prospective conditions of diminishing resources and poor work 
environments (Harris Interactive, 2013).  This action-oriented research was situated in the 
researcher’s place of employment—a school district employing roughly 250 
predominantly Caucasian teachers.  In this two-phase study, the researcher initially 
collected quantitative data through a web-based version of the short-form MSQ and an 
accompanying demographic instrument to measure the general job satisfaction of all 
teachers at the research site.  Phase two entailed six in-depth interviews with purposefully 
selected educators who had high or low satisfaction levels (maximal variation sampling) 
to expand on the quantitative results.  Both quantitative and qualitative data was collected 
to both allow for the purposeful selection of participants for the qualitative phase based 
on their quantitative MSQ results, as well as to provide a deeper understanding of the 
problem than could be achieved by either approach on its own (Creswell & Plano Clark, 
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2011).  Data collection began in March 2014 and continued through May 2014, with a 
study completion date of August 2014.  
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Chapter 4: Findings, Results, and Interpretations 
The primary goal of this mixed methods study was to examine public school 
teachers’ job satisfaction status in a South Central Pennsylvania school district under the 
prospective conditions of diminishing resources and poor work environments (Harris 
Interactive, 2013).  Approximately 70% of the school district’s teachers (N = 167) 
completed a web-based version of the short-form MSQ and an accompanying researcher-
created demographic instrument (see Appendix K).  In congruence with the participant 
selection model of the study’s explanatory design, the MSQ results were used to narrow 
the potential research participants for phase two.  Teachers who indicated their 
willingness to be interviewed were organized into three groups (dissatisfied, neutral, and 
satisfied) based on their total MSQ score, or the general satisfaction scale.  Three 
dissatisfied and three satisfied teachers were interviewed using a modified version of 
Lam and Yan’s (2011) interview schedule (see Appendix G).  The study’s explanatory 
sequential mixed methods design drove the development of the problem and purpose 
statements, the research questions, and additional methodological decisions.   
The current investigation was designed to examine the following research 
questions: 
1. How satisfied are teachers with their work, as measured by the MSQ, in a South 
Central Pennsylvania school district? 
2. What is the relationship between specific demographic variables and teachers’ 
reported job satisfaction, as measured by the MSQ, in a South Central 
Pennsylvania school district? 
3. What are the lived experiences of teachers who are dissatisfied and satisfied with 
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their occupation in a South Central Pennsylvania school district? 
The initial two questions were addressed through the first non-experimental, descriptive, 
quantitative research phase, while the remaining question was addressed during a second, 
qualitative phase via a transcendental phenomenological approach that helped explain 
and advance the initial findings.  Both phases targeted addressing the job satisfaction 
status of teachers in a South Central Pennsylvania school district.   
Chapter 4 is organized in chronological order with phase one (quantitative) 
findings presented first, followed by phase two findings presented next, and finally, a 
results and interpretations section.  Multiple regression and chi-square tests of 
independence, utilizing SPSS, were performed to analyze the 167 participant responses to 
the MSQ and demographic instrument.  Next, phenomenological data analysis followed 
Creswell’s (2013) version of the Stevick-Colaizzi-Keen method, as outlined by 
Moustakas (1994).  Data were analyzed primarily by hand, although NVivo, qualitative 
data analysis software, was used to supplement the organization and analysis of the data.  
Data analyzed includes significant statements, four meaning units or themes, textural and 
structural descriptions, and an overall depiction of the phenomenon—teachers’ job 
satisfaction status.  In the results and interpretations section, the connection between the 
two data collection phases is further demonstrated by considering how the qualitative 
data help to explain the quantitative results, as suggested by Creswell and Plano Clark 
(2011).  Finally, possible explanations for the findings, as well as potential solutions to 
the problem being studied, are briefly touched upon in this chapter. 
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Phase One (Quantitative) Findings 
Descriptive Statistics 
A seven-item demographic instrument (see Appendix K) preceded the short-form 
MSQ.  The data collected by the demographic instrument was used to describe the 
population and to examine associations between teachers’ demographic variables and 
their job satisfaction status.  The demographic variables included sex, marital status, age, 
household income, teaching experience, average class size, and work location or 
building.  Table 10 presents the means and standard deviations for these variables and the 
short-form MSQ’s three scales: intrinsic, extrinsic, and general satisfaction. 
Sex and marital status.  Two variables, sex and marital status, were 
dichotomized, thus allowing for a percentage interpretation of their respective means.  
The majority of the participants were female (76%) and married (83%). 
Age and income.  A respondent’s age was measured on a five-point metric with 
the following possible responses: under 25, 25 to 34, 35 to 44, 45 to 54, and 55 or older.  
The mean score of 2.89 for this variable suggests that the average age of respondents was 
at the high end of the 25 to 34 category.  The variable that measured household income 
was estimated on a six-point measurement metric with the following response categories: 
$35,000 to $49,999; $50,000 to $74,999; $75,000 to $99,999; $100,000 to $124,999; 
$125,000 to $149,999; and $150,000 or more.  The mean of 3.72 for this variable 
suggests that the average respondent household earned somewhere between $75,000 and 
$99,999 per year. 
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Teaching experience and class size.  Like income, the number of years a 
respondent has been teaching was measured along a six-point metric.  With respect to this 
variable, possible responses were in 5-year increments and ranged from a low of 1 to 5 
years to a high of 26 or more years.  Average number of years of teaching was 
approximately 11 to 15 years.  Average class size was measured on a five-point metric, 
with the following possible response categories: 14 or fewer, 15-19, 20-24, 25-29, and 30 
or more.  The average score of 2.98 for this item suggests that the average class size was 
between 25 and 29 students. 
Work location.  The building in which a respondent works was a constructed 
variable that was ranked on a four-point continuum: elementary school, intermediate 
school, middle school, or high school.  The average respondent fell somewhere between 
teaching at either an intermediate school or a middle school. 
Short-form MSQ scales.  The last three variables used in the current 
investigation were constructed by scoring the MSQ as explained in the instrument’s 
manual (Weiss et al., 1967).  Calculation of the general satisfaction scale encompasses all 
20 short-form MSQ items, while the other two variable scores are computed by using 
specific questions.  The intrinsic satisfaction scale uses items 1, 2, 3, 4, 7, 8, 9, 10, 11, 15, 
16, and 20 of the short-form MSQ; whereas the extrinsic subscale uses items 5, 6, 12, 13, 
14, and 19 of the short-form MSQ (Weiss et al., 1967). 
As noted in Chapter 3, all 20 MSQ items are ranked along a 5-point Likert format 
that ranges from a low of very dissatisfied (coded as 1) to very satisfied (coded as 5).  As 
such, the respective range of the three scales varies as a function of the multiplication of 
the 5-point response format by the number of items present within that scale.  For 
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example, the range of the intrinsic satisfaction scale falls between a low score of 12 and a 
high score of 60, with a median score of 36.  The range of the extrinsic satisfaction scale 
is between 6 and 30, with a median of 18.  The overall or general satisfaction scale ranges 
from a low of 20 to a high of 100, with a median of 60 (Weiss et al., 1967).  Higher 
scores indicate higher levels of agreement with each particular scale.  All three averages 
are above the median for each scale, thus suggesting relatively high agreement with the 
aspects of each scale. 
 
Table 10
Variable M SD
Sex of respondent (1 = female) 0.76 0.43
Marital status of respondent (1 = married) 0.83 0.38
Age of respondent 2.89 0.98
Household income of respondent 3.72 1.39
Number of years a respondent has been teaching 2.95 1.32
Average class size that a respondent teaches 2.98 0.99
Building in which a respondent works, continuously ranked 2.66 1.23
Intrinsic satisfaction scale 45.77 6.67
Extrinsic satisfaction scale 19.26 3.81
General satisfaction scale 71.99 10.86
Note. N = 167.
Descriptive Statistics for All Variables Used in the Analysis
 
 
Descriptive statistics for each work location.  Given that the research site 
comprises six school buildings, descriptive statistics for the three scales were calculated 
for each work location.  As shown in Table 11, the respondents in elementary building #2 
had the highest average scores on all three scales, while elementary building #3 had the 
second highest means on each scale.  Respondents at the high school had the lowest mean 
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scores across all scales.  The six school buildings, ranked based on these scores from 
highest to lowest, are as follows: elementary building #3, elementary building #2, 
elementary building #1, middle school, intermediate school, and high school.  One of the 
goals of this research was to pinpoint the work locations with the most and least satisfied 
teachers, and this was accomplished by presenting descriptive statistics for each MSQ 
scale for each school building. 
 
  
108
Table 11
General
School Building Intrinsic Scale Extrinsic Scale Satisfaction Scale
Elementary Building #1 M 46.00 19.83 74.33
n 12 12 12
SD 4.75 3.33 7.16
Mdn 47.00 19.50 74.00
Min 36 15 60
Max 52 26 85
Elementary Building #2 M 49.67 21.53 79.07
n 15 15 15
SD 4.32 3.27 6.96
Mdn 51.00 23.00 82.00
Min 43 16 67
Max 56 25 89
Elementary Building #3 M 48.67 21.38 78.00
n 21 21 21
SD 5.58 3.71 9.57
Mdn 49.00 21.00 79.00
Min 35 12 56
Max 56 27 92
Intermediate School M 45.12 18.48 69.56
n 25 25 25
SD 9.65 4.54 15.55
Mdn 47.00 18.00 76.00
Min 18 9 29
Max 58 27 93
Middle School M 45.50 19.50 71.93
n 30 30 30
SD 5.98 3.88 10.16
Mdn 47.00 20.00 74.00
Min 27 13 47
Max 53 27 88
High School M 44.25 18.13 68.89
n 64 64 64
SD 6.18 3.23 9.24
Mdn 45.00 18.50 69.50
Min 20 9 33
Max 58 25 86
Descriptive Statistics for MSQ Scales by Building
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MSQ scales reliability estimation.  Brown (2011) writes, “Naturally, the 
reliability of Likert scales should be checked using Cronbach alpha” (p. 13).  Thus, the 
intrinsic, extrinsic, and general satisfaction scales were subjected to a Cronbach alpha 
reliability coefficient calculation to determine if each scale was reliable.  Cronbach 
(1970) developed the alpha statistic to provide a measure of the internal consistency of a 
scale as a function of its reliability (Tavakol & Dennick, 2011).  The measure of alpha 
ranges between a value of 0 and 1, with higher scores indicating better reliability.  Scores 
of .70 or higher suggest that a scale has an acceptable level of reliability (Cronbach, 
1970), although lower levels of alpha are also considered to be reliable when a scale has 
only a few items (Tavakol & Dennick, 2011).  Cronbach alpha scores for each scale are 
as follows: intrinsic satisfaction, α = .859; extrinsic satisfaction, α = .774; general 
satisfaction, α = .897.  In all cases, the reported alpha exceeds the .70 benchmark, thus 
indicating acceptable reliability for all three scales. 
Likert items versus Likert scales.  In the previous chapter, the researcher noted 
the difference between a Likert item (or a Likert response format) and a Likert scale 
(Brown, 2011; Carifio & Perla, 2007).  A Likert scale is made up of many items, and the 
MSQ’s intrinsic, extrinsic, and general satisfaction scales consist of 12, 6, and 20 items, 
respectively.  The researcher chose to analyze the data at the “macro level” by using 
scales and at the “micro level” by examining each item (Carifio & Perla, 2007, p. 110).  
The Likert item versus Likert scale debate was addressed because it influenced decisions 
related to the most appropriate statistical analyses to perform. 
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Regression Analysis Findings 
Because Likert scales are a “structured whole” (Carifio & Perla, 2007, p. 110), 
they “can be taken to be interval scales” (Brown, 2011, p. 13).  Consequently, a multiple 
regression analysis was conducted to investigate the relationship between the seven 
independent variables and the MSQ’s three scales.  Statistical significance was found in 
all three models, which are reported in Tables 12 through 14, beginning with the intrinsic 
satisfaction scale.  Table 12 presents the regression of the intrinsic subscale of the general 
satisfaction scale on the various independent predictors.  As can be seen in Table 12, the 
overall model is statistically significant (F = 2.074, df = 7, 159, p < .05).  The 
independent predictors explain approximately 8.4% of the variation in the dependent 
variable.  Among the seven independent variables, only one emerged as a statistically 
significant predictor of the intrinsic aspects of general satisfaction, net of the other 
predictors in the model: the building in which a respondent works.  The negative 
unstandardized coefficient suggests that as one moves from an elementary school 
environment to a high school environment, the intrinsic aspects of general satisfaction 
tends to decrease. 
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Table 12
Model B SE(B) Beta t p
Constant 51.286 3.006 17.063 ***   
Sex of respondent (1 = female) -0.911 1.250 -0.058 -0.729   
Marital status of respondent (1 = married) -1.135 1.522 -0.064 -0.746   
Age of respondent 0.181 0.817 0.027 0.222  
Household income of respondent 0.219 0.443 0.045 0.493  
Number of years a respondent has been teaching 0.214 0.588 0.042 0.364  
Average class size that a respondent teaches -0.968 0.524 -0.144 -1.845  
Building in which a respondent works, continuously ranked -1.115 0.429 -0.210 -2.602 **  
R2 0.084  
F 2.074 *
Note. N = 167.
*p < .05. **p < .01. ***p < .001.
Regression of the Intrinsic Satisfaction Scale on the Various Independent Predictors
 
 
 
Table 13 presents the results of the regression of the extrinsic subscale onto the 
same independent predictors used in the first regression equation.  The model in Table 13 
is statistically significant (F = 3.023, df = 7, 159, p < .01), and the independent predictors 
account for approximately 11.7% of the change in the dependent variable.  A negative 
relationship between which building a respondent works in and extrinsic levels of general 
satisfaction is noted in Table 13, a relationship that is similar to what was noted in Table 
12.  The negative unstandardized coefficient for this independent variable suggests that as 
one moves from an elementary school environment to a high school environment, the 
extrinsic aspects of general satisfaction tends to decrease when holding all other 
independent variables constant.  Interestingly, average class size was found to be 
statistically related to the extrinsic aspects of general satisfaction when controlling for the 
other variables in the model.  The relationship between class size and extrinsic 
satisfaction suggests that as class size increases, extrinsic satisfaction decreases. 
  
112
Table 13
Model B SE(B) Beta t p
Constant 23.230 1.685 13.785 ***
Sex of respondent (1 = female) -0.232 0.701 -0.026 -0.331  
Marital status of respondent (1 = married) 0.094 0.853 0.009 0.110  
Age of respondent -0.349 0.458 -0.089 -0.762
Household income of respondent -0.118 0.248 -0.043 -0.475
Number of years a respondent has been teaching 0.486 0.330 0.169 1.475
Average class size that a respondent teaches -0.602 0.294 -0.157 -2.046 *
Building in which a respondent works, continuously ranked -0.776 0.240 -0.256 -3.229 **
R2 0.117  
F 3.023 **
Note. N = 167.
*p < .05. **p < .01. ***p < .001.
Regression of the Extrinsic Satisfaction Scale on the Various Independent Predictors
 
 
 
Table 14 presents the coefficients for the regression of the general satisfaction 
scale onto the various independent variables in the model.  The overall model in Table 14 
is statistically significant  (F = 2.970, df = 7, 159, p < .01), and approximately 11.6% of 
the change in general satisfaction is predicted by the independent variables in the model.  
As was the case in Table 13, two variables emerge as statistically significant predictors of 
general satisfaction: average class size and the location where a respondent works.  The 
relationships in Table 14 are similar to those found in Table 13.  That is to say, as class 
size increases, general satisfaction decreases; similarly, as one moves from elementary 
school to high school, general satisfaction decreases. 
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Table 14
Model B SE(B) Beta t p
Constant 82.692 4.810 17.191 ***
Sex of respondent (1 = female) -0.569 2.000 -0.022 -0.284  
Marital status of respondent (1 = married) -1.127 2.436 -0.039 -0.463  
Age of respondent -0.478 1.307 -0.043 -0.366
Household income of respondent 0.196 0.709 0.025 0.276
Number of years a respondent has been teaching 0.826 0.941 0.101 0.877
Average class size that a respondent teaches -1.745 0.839 -0.160 -2.080 *
Building in which a respondent works, continuously ranked -2.226 0.686 -0.257 -3.244 ***
R2 0.116  
F 2.970 **
Note. N = 167.
*p < .05. **p < .01. ***p < .001.
Regression of the General Satisfaction Scale on the Various Independent Predictors
 
 
 
Chi-square Tests of Independence 
While multiple regression was used to analyze the MSQ holistically (or by 
utlizing the three scales), the researcher utilized chi-square tests of independence to 
conduct a question-by-question analysis.  Tests of independence, or what Brace et al. 
(2012) call the multi-dimensional chi-square test, are “used to test whether the two 
factors (the independent variables) are independent of each other” (Ravid, 2011, p. 188).  
These tests were used to identifty potential relationships between specific MSQ items and 
the seven demographic variables.  Table 15 presents the descending means and standard 
deviations for each question, with “the chance to do things for other people” as most 
agreed upon item, and “the way company policies are put into practice” as the least 
agreed upon item, as well as the only item that falls below the median.  The same was 
calculated for each of the six school buildings and is reported in Appendix M.  
Additionally, participants’ responses to the MSQ’s 20 items, across the 5-point Likert 
item format, is reported in Appendix O.  This follows Brown’s (2011) suggestion to also 
  
114
present the frequency distributions if the means and standard deviations are presented for 
individual Likert items. 
 
Table 15
MSQ Item M SD
The chance to do things for other people. 4.35 .73
The way my job provides for steady employment. 4.31 .70
Being able to keep busy all the time. 4.31 .80
The chance to do something that makes use of my abilities. 4.14 .90
The chance to do different things from time to time. 3.88 .87
The chance to work alone on the job. 3.81 .80
The feeling of accomplishment I get from the job. 3.77 .93
The working conditions. 3.70 .85
The chance to be "somebody" in the community. 3.65 .91
The way my co-workers get along with each other. 3.57 1.00
Being able to do things that don't go against my conscience. 3.51 .99
The freedom to use my own judgment. 3.40 1.05
The chance to try my own methods of doing the job. 3.40 1.11
My pay and the amount of work I do. 3.32 1.01
The chances for advancement on this job. 3.29 .83
The chance to tell people what to do. 3.26 .62
The way my boss handles his/her workers. 3.20 1.14
The praise I get for doing a good job. 3.17 1.04
The competence of my supervisor in making decisions. 3.12 1.10
The way company policies are put into practice. 2.84 .95
Note. N = 167.
Descending Means of MSQ Items: All Buildings
 
Cell collapsing.  Ravid (2011) writes, “The chi square test is used to decide 
whether there is a significant difference between the observed and expected frequencies” 
(p. 180).  Expected frequencies should be no less than five in order to apply the chi-
square test; however, this assumption applies when the degrees of freedom are one 
(Knapp, 2014).  In cases where the degrees of freedom are higher than one, at least 80% 
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of the cells must meet the five-count minimum.  Researchers can collapse categories (or 
cells) to effectively conduct chi-square tests of independence (Huck, 2012; Voss, 2004). 
To avoid small-expected frequencies in this study, the researcher decreased the 
number of response categories for the independent variables and collapsed the MSQ’s 5-
point Likert response format into three categories.  The redefined categories are shown in 
Table 16.  The MSQ’s 5-point Likert response format was recoded as follows: very 
dissatisfied (1 point) and dissatisfied (2 points) became dissatisfied (1 point); neutral 
remained the same category, but was changed from 3 points to 2 points; and satisfied (4 
points) and very satisfied (5 points) became satisfied (3 points).  This approach helped 
avoid expected cell counts of less than five; however, the issue of cell depletion was not 
totally avoided.  Cross tabulations where 20% or more of the expected frequencies were 
less than five were deemed unreliable (Huck, 2012; Voss, 2004). 
   
Table 16
Variable
Number of 
Cells Before
Number of 
Cells After
Recoded 
Description
Building 6 4
K-4
5-6
7-8
9-12
Age 5 2 ≤ 34
≥ 35
Marital Status 6 2 MarriedOther
Teaching Experience 6 2 ≤ 10
≥ 11
Class Size 5 2 ≤ 24
≥ 25
Household Income 6 2 < 100,000
≥ 100,000
Collapsed and Recoded Variables
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Cross tabulations showing statistical significance.  With 20 questionnaire items 
and 7 demographic variables, approximately 140 cross tabulation tables were created and 
examined by the researcher.  Statistical significance was found in eight instances and are 
reported in Tables 17 through 24.  Each table displays the value of the chi-square test 
statistic (Model Chi-Square) and the degrees of freedom (Model df).  Chi-square values 
significant at p < .05, p < .01, and p < .001 are identified as (*), (**), and (***), 
respectively.  Chi-square tests did not show any statistically significant differences 
related to a respondent’s sex, marital status, or household income.  The greatest 
occurrence of statistical significance was related to a respondent’s work location (four 
instances), similar to the findings of the multiple regression analysis.  Chi-square and p 
values for all 140 cross tabulation tables are reported across seven tables in Appendix N 
for purposes of reference.  Cross tabulations with expected frequencies less than five in 
20% or more of the cells are marked (). 
Table 17 presents the cross tabulation of the grade level at which a respondent 
teaches against the variable that measures a respondent’s satisfaction with the way their 
boss handles his or her workers.  The relation between these variables was statistically 
significant (χ2 = 39.802, df = 6, p < .001).  High school teachers (Grades 9-12) had the 
greatest level of dissatisfaction (61.2%), while elementary school teachers (Grades K-4) 
showed the greatest level of satisfaction (48.7%).  The trend visible in Table 17 suggests 
that as one progresses from lower grades to higher grades, dissatisfaction with the way a 
superior handles his or her workers tends to increase. 
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Table 18 presents the cross tabulation of the grade level at which a respondent 
teaches against the variable that measures a respondent’s satisfaction with the 
competence of their supervisor in making decisions.  As can be seen by the frequencies 
cross-tabulated in the table, there is a significant relationship between these variables (χ2 
= 30.256, df = 6, p < .001).  Similar to the results in Table 17, high school teachers 
(Grades 9-12) had the greatest level of dissatisfaction (60.0%) and the greatest frequency 
of neutral feelings (41.3%).  Once again, elementary school teachers (Grades K-4) had 
the greatest level of satisfaction (45.1%) with the competence of their supervisor in 
making decisions. 
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As shown in Table 19, a statistically significant relationship was found between 
the grade level at which a respondent teaches and how a respondent feels about the way 
company policies are put into practice (χ2 = 18.107, df = 6, p < .01).  Elementary school 
teachers (Grades K-4) accounted for almost half (49%) of the satisfied respondents.  High 
school teachers (Grades 9-12) had the greatest level of dissatisfaction (46.4%) and the 
greatest frequency of neutral feelings (44.9%).  Few respondents were satisfied with the 
way the way company policies are put into practice, although elementary school teachers 
agreed more frequently with this item than those who taught other grade levels. 
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Table 20 differs from Tables 17 through 19 in that the number of grade levels was 
further reduced from four to three.  This was done to prevent an expected cell count of 
less than five.  Consequently, the intermediate and middle school cells were combined, 
resulting in a group of respondents who taught Grades 5-8.  The table presents the cross 
tabulation of the grade level at which a respondent teaches against the variable that 
measures whether a respondent believes they have the chance to try their own methods in 
their job.  As can be seen in Table 20, the relationship is statistically significant (χ2 = 
13.427, df = 6, p < .05).  Decomposition of cross tabulation effects shows that the greatest 
level of satisfaction is in Grades 5-8 (40.9%), while the greatest level of dissatisfaction is 
in the high school (58.1%). 
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As can be seen by the frequencies cross-tabulated in Table 21, there is a 
significant relationship between age and how a respondent felt about pay and the amount 
of work they do (χ2 = 8.239, df = 2, p < .05).  Teachers age 35 and older were more likely 
to be satisfied (65.2%) than teachers less than 35 years old.  Additionally, teachers 
younger than 35 years old were more likely to be neutral (61.5%) regarding their 
compensation, or unable to decide whether they were satisfied or not. 
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Just as age and satisfaction with pay were not independent, Table 22 shows a 
statistically significant relationship between teaching experience and compensation  (χ2 = 
6.690, df = 2, p < .05).  Teachers who have taught for 11 or more years had the greatest 
level of satisfaction with their pay and the amount of work they do (65.2%); however, 
these teachers also were the most dissatisfied overall (61.5%).   
Similarly to Table 21, teachers with less than 11 years of teaching experience 
were more likely to be neutral (59%) regarding their compensation.  It is not surprising 
that the findings in Table 22 are similar to those in Table 21, given that pay increases as 
one accumulates teaching experience. 
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The data in Tables 23 and 24 indicate statistically significant differences at the .05 
level between a respondent’s average class size and items related to co-workers and 
achievement.  As Table 23 shows, there was a statistically significant relationship 
between class size and a respondent’s feelings about how their co-workers get along with 
each other (χ2 = 7.006, df = 2, p < .05).  Teachers with average class sizes of 24 or fewer 
students had the greatest level of satisfaction (71.8%) with this aspect of their job.  These 
teachers were also more likely to indicate feeling neutral (75%).  Dissatisfaction with the 
way co-workers get along with each other was nearly equal for teachers in both groups—
those with average class sizes under and over 24 students. 
 
  
123
 
 
 
As Table 24 shows, a statistically significant relationship was found between a 
respondent’s average class size and the feeling of accomplishment they get from their job 
(χ2 = 8.410, df = 2, p < .05).  Similar to the findings in Table 23, teachers with average 
class sizes of 24 or fewer students were also more likely to indicate feeling neutral (75%) 
with this aspect of their job.  Teachers who had smaller average class sizes were more 
likely to indicate being satisfied (68.5%), while teachers with class sizes of 25 or more 
students had the greatest level of dissatisfaction with the feeling of accomplishment they 
get from the job (57.9%).   
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Phase Two (Qualitative) Findings 
Transcendental or Psychological Phenomenology 
In the second, qualitative phase of this study, the researcher chose 
phenomenology—one of the five designs explained by Creswell (2013)—to supplement 
the initial, quantitative findings.  Creswell writes, “a phenomenological study describes 
the common meaning for several individuals of their lived experiences of a concept or a 
phenomenon” (2013, p. 76).  The participants in this study have been teaching for nearly 
a combined 100 years and have all experienced what it is like to be a teacher in a public 
school district in the twenty-first century.  An explanation of phenomenology, in addition 
to its philosophical assumptions, was provided in Chapter 3.  The second phase allowed 
participant voices to be heard and to shed valuable insight on the experience each teacher 
has had with the profession, specifically related to current work conditions and 
environments.     
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Bracketing.  After selecting a phenomenon to investigate, Moustakas (1994) calls 
for bracketing, where the researcher suspends judgment and looks at the issue “as if for 
the first time” (p. 34).  Bracketing, or epoche, is a challenge of phenomenological 
research (Creswell, 2013); yet, it encourages researchers to consider how their views may 
cloud their thinking and to see the topic with an open mind.  The researcher brings seven 
years of classroom teaching experience, as well as brief leadership experience, to this 
study.  Upon entering the teaching profession, the researcher observed a number of 
teachers who appeared dissatisfied and therefore began researching teacher occupational 
satisfaction as a graduate student.  Further information related to the researcher’s 
background and teaching experience was included in Chapter 1.  In addition, the 
researcher journaled about his occupational experiences prior to interviewing the six 
teachers in this phase. 
Participant selection model.  In congruence with the explanatory design’s 
participant selection model, the MSQ results were used to narrow the potential research 
participants for phase two.  Respondents were given the opportunity to express their 
interest in phase two on the final question of phase one’s instrument.  A total of 61 
participants from phase one indicated interest and willingness to be interviewed for phase 
two.  The teachers who volunteered for the second phase were organized into three 
groups (dissatisfied, neutral, and satisfied) based on their total MSQ score, or general 
satisfaction scale.  As shown in Table 25, participants whose scores ranged from 20-60 
were considered dissatisfied, those with scores between 61-79 were considered neutral, 
and those whose scores were 80 or above were deemed satisfied.  The dissatisfied and 
satisfied groups were roughly 10 points, or approximately one standard deviation, below 
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and above the mean, respectively.  This organization of participants left the researcher 
with six potential participants in the dissatisfied group (group one) and 20 participants 
from which to choose from in the satisfied group (group three).  Three teachers from 
groups one and three were randomly selected—by utilizing Excel’s random number and 
sorting features—to participate in the phase two one-on-one interviews.  This maximal 
variation sampling technique allowed both satisfied and dissatisfied teachers to share 
their stories and perceptions of their job satisfaction status. 
 
Table 25 
 
Phase Two Participant Selection 
 
Phase one quan: Non-experimental descriptive research 
Instrument: short-form MSQ 
Score Ranges (20-100) 
20-60 61-79 80-100 
Group One (Dissatisfied) Group Two Group Three (Satisfied) 
Number of Interested Participants 
6 35 20 
 
 
 
The researcher contacted the six randomly selected participants via email and 
scheduled a convenient time and location to meet.  Consent was documented in writing at 
the beginning of each interview.  As indicated in Chapter 3, the researcher utilized a 
modified version of Lam and Yam’s (2011) interview schedule, originally used in a 
longitudinal study on beginning Hong Kong teachers.  Each in-person interview lasted 
between 25 and 50 minutes.  Brief written notes were recorded during the interview and 
then immediately typed after each interview.  The interviews were also audio recorded 
using an iPhone application named DropVox, and these recordings were then sent to a 
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transcription service, Scribe Collective, to transcribe the audio.  A thank you note and 
copy of the informed consent form was sent to each participant following the interview. 
In compliance with Drexel University’s IRB procedures, all original data was 
housed in an approved secure database known as Blackboard Learn file exchange within 
the DMS.  The researcher retained copies of all data-related files on a personal SanDisk 
USB flash drive, within a password-protected folder.  Participant-provided information 
was handled confidentially, and all participants were assigned pseudonyms.  Any 
information provided during an interview that could potentially be used to identify a 
participant was not included in the study.   
Phenomenological data analysis.  Moerer-Urdahl and Creswell’s (2004) study 
on the ripple effect of mentoring provides a prototype that may be followed when 
analyzing data in a transcendental phenomenological study.  As in the current 
investigation, the authors’ analysis followed Creswell’s (2013) version of the Stevick-
Colaizzi-Keen method, as outlined by Moustakas (1994).  In accordance with this 
prototype, the remainder of this section is organized as follows: reporting of significant 
statements (horizonalization) that were developed into four themes (clusters of meaning); 
textural and structural descriptions of teachers’ experiences; and a summative section, or 
“an overall essence of the experience” (Creswell, 2013, p. 80; Moerer-Urdahl & 
Creswell, 2004; Moustakas, 1994).  Creswell writes, “Using the Moustakas (1994) 
approach for analyzing the data helps provide a structured approach for novice 
researchers” (2013, pp. 82-83). 
As shown in Table 26, participants were originally assigned letters, A to F; as 
names; these letters were then changed to pseudonyms as follows: participant A is Amy; 
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participant B is Lacey; participant C is Monica; participant D is Bradley; participant E is 
Jenelle; and participant F is Cindy.  Amy, Bradley, and Cindy comprised the dissatisfied 
group, while Lacey, Monica, and Jenelle comprised the satisfied group.  In-depth 
interviews gave these six teachers the opportunity to describe their job satisfaction status. 
Their thoughts and feelings are described in the following sections. 
 
Table 26 
 
Participant Pseudonyms and Work Locations 
 
Dissatisfied Group Work Location Satisfied Group Work Location 
(A) Amy High School (B) Lacey High School 
(D) Bradley High School (C) Monica Elementary Building #2 
(F) Cindy Middle School (E) Jenelle Elementary Building #3 
 
 
 
Validation strategies.  Creswell (2013) offers several validation strategies for 
qualitative researchers to “document the ‘accuracy’ of their studies” and suggests that at 
least two be employed (p. 250).  The researcher engaged in the following validation 
procedures: (a) clarifying researcher bias–bracketing or epoche; (b) member checking–
allowing participants to review the findings and interpretations; and (c) rich, thick 
description—allowing others to determine the transferability of the findings (Creswell, 
2013).  The researcher gave the six interviewed teachers the opportunity to review the 
meaning units or themes, participant descriptions, and the essence of the phenomenon.  
Minimal changes were made following this process in order to accurately capture 
participants’ perspectives and occupational experiences.  Lincoln and Guba (1985) 
consider member checking to be “the most critical technique” of the validation strategies 
(p. 314). 
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Significant statements.  Providing the data collected from phase two begins by 
presenting significant statements, organized by the two heterogeneous groups, as shown 
in Tables 27 and 28.  This approach is in line with Creswell (2013) as well as Moerer-
Urdahl and Creswell’s (2004) data analysis procedures in transcendental phenomenology.  
This step, also called horizonalization, allows the reader to begin to understand teachers’ 
occupational experiences in this South Central Pennsylvania school district.  According 
to Moerer-Urdahl and Creswell, during the horizonalization step “specific statements are 
identified in the transcripts that provide information about the experiences of the 
participants” (2004, p. 9).  First, the researcher reviewed each interview transcription 
several times and referred back to notes taken during each meeting.  The researcher 
identified 75 distinct quotes (39 from the dissatisfied group and 36 from the satisfied 
group) that emerged as significant from the approximately 65 pages of interview data.  
The significant statements are presented in two separate tables to demonstrate how the 
perspectives of dissatisfied and satisfied teachers differed. 
 
  
  
130
Table 27 
 
Significant Statements: Dissatisfied Teachers 
1. There are aspects of it that I do really like, but there are aspects of it that I find 
unbelievably frustrating. 
2. It’s really cool to see kids get into [the subject matter] and then be able to 
reference it in conversations. 
3. I do like the actual in-the-classroom part, like the day-to-day job of teaching, the 
actual teaching in that period with those kids.  That’s the part that I like. 
4. I feel very much that if a student fails, that the perception is I have failed that 
student as opposed to the student has created the situation. 
5. I shouldn’t find it frustrating because mine have all been decent evaluations, but 
it’s more of a principle of the matter, I suppose, that in 10 minutes they can judge 
whether or not I’m doing a good job without having any kind of feedback from 
me.  And I think my frustration is that the evaluation system does not include any 
context. 
6. I am under the impression that when things are done differently, instead of 
evaluating the reasons behind them and whether or not they work, because they 
are different they’re dismissed…I would like to be trusted a little bit further with 
my instructional decisions. 
7. I feel like so many of our policies, especially our handbook policies, are vague.  
And I think that they are intentionally vague, but when you leave things up to 
interpretation, then you end up with inconsistencies, and that’s when you end up 
with problems. 
8. I think we are moving away from the adversarial situation that existed when I was 
first here, which was sort of a community versus school atmosphere. 
9. I’m still here for the same reason that I entered the profession: to work with 
students. 
10. So when we are praised, it’s fleeting…It would be nice just to hear praise without 
a “but” attached to it. 
11. One of the best aspects of being a teacher is that you work 180 days and then you 
get the summers off. 
12. If I was coming out of college or going into college right now, teaching wouldn’t 
be my first choice. 
13. And then they’re expecting me to teach it without any training. 
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Table 27 (continued) 
14. Today’s students are a lot lazier, and feel more entitled…And I think that comes 
from parenting. 
15. One benefit of being a teacher is a fairly good salary. 
16. I think the one reason I do enjoy my job so much is dealing with the kids. 
17. I feel underappreciated for the things I do here…I feel there’s not a lot of support 
here in terms of help coming from the administration.  I think it’s more like 
they’ll take the other person’s side rather than trying to help you. 
18. If I have to spend the next 30 years here, I’m going to die early or something.  
Maybe it’d be a blessing if I died early. 
19. I don’t know if the risk of leaving the teaching profession outweighs the benefits 
of leaving. 
20. I think we’re going to see high schools maybe slowly disappear and maybe do 
more…virtual learning. 
21. You can’t order anything for your classrooms anymore really unless it’s a 
necessity.  If you really want to enrich or add to your curriculum, it’s going to 
come on the teacher to pay for that, which I don’t think is right. 
22. We probably have some of the best facilities in the area. 
23. I just don’t see a lot of interaction that takes place between the administration and 
teachers unless it’s something that you initiate or if there is a problem. 
24. The practices they’re telling us we have to do take away all of your flexibility and 
your creativity of how you want to teach the kids.  That’s why a lot of us got into 
teaching, I think, because we enjoy the flexibility and creativity in working with 
the kids. 
25. I still don’t know certain people’s [colleagues] names. 
26. I complain a lot about the administration, but some of the coworkers here are not 
very friendly either…You can at least say ‘Hello,’ to a person. 
27. My workload, when students turn in [writing assignments], is immense.  So it’s 
very sporadic.  Sometimes it seems it’s too much, and then sometimes it’s not that 
bad. 
28. I feel sad that the more kids they give me, I feel like the less I can give the kids. 
29. I really like the teachers that I work with, and that makes a big difference. 
30. I actually like my subject. 
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Table 27 (continued) 
31. I’ve always hated disciplining kids because I don’t like conflict. 
32. The hallway behavior here is terrible. 
33. I would say most teachers here would say we’re not supported discipline-
wise…the discipline that we want to give the kids is overturned. 
34. I don’t want to teach forever because it’s very stressful. 
35. It’s happening more and more now.  They’ll just move you [change in teaching 
assignment] wherever they want…I was very upset. 
36. We don’t do field trips anymore.  And I feel sad for the kids because you know 
every kid loves a field trip. 
37. We have what we need here. 
38. A more flexible boss is great. 
39. I like the demographic of kids here. 
 
 
 
Table 28 
 
Significant Statements: Satisfied Teachers 
1. I didn’t know what I wanted to do at all.  And I fell into teaching. 
2. Certain days I feel like I’m not doing a good job anywhere because I am stretched 
so thin. 
3. Our workload is intense. 
4. I love my job.  It’s the only job I’ve ever had where I do not watch the clock…So 
that’s how I knew I wanted to do this. 
5. My impression is that this is a very tight-knit community…This community is 
very much behind the school and very supportive. 
6. As far as school policies…I feel that they’re vague…And I struggle with this. 
7. I sense a dissatisfaction amongst the faculty with the administration…because 
they feel like they are being kind of cornered into a certain way of teaching and a 
certain method of teaching.  I personally do not mind that. 
 
  
133
Table 28 (continued) 
8. Our supervisor is the most fantastic woman in the world, and she allows us the 
flexibility and the maneuverability to get our jobs done. 
9. I’m very happy here.  I love my job here. 
10. When I decided to be a teacher, obviously I knew I needed to do something where 
I interacted with people on a consistent basis and I had some sort of positive 
impact. 
11. There’s a lot more baloney than I would like, a lot more paperwork, a lot more 
bureaucracy…but I tend to stay out of that. 
12. It [the workload] doesn’t bother me until I feel like I’m not doing 110% in every 
part of my job. 
13. She [a former principal worked under] was very much in tune with what our daily 
lives were like, what our stresses were, our anxieties, and what we needed.  And I 
don’t think we get that here. 
14. We don’t get enough time to collaborate. 
15. The workload is what you make it…I choose to put in the extra hours. 
16. I also am at a place in my life where I do not go home to a young child who has to 
go to soccer practice, so…when I’m finished with school at 6:30, 7:00, the rest of 
the evening is mine, weekends are mine. 
17. In my career, I have been allowed to go in my classroom and use my own 
judgment…I feel like I have been allowed to do that I think is best to make 
learning possible for my children…I have not ever thought of doing something 
other than teaching. 
18. This job is both satisfying and lucrative as far as what I ever anticipated this job 
would be. 
19. I don’t care what job you have…there are non-job related duties that you hate… 
And the person who thinks that there is a job that is perfect is deluding 
themselves. 
20. I loved that idea that I can communicate with children, and that they will respond 
to me and give me kudos in their way for the time I was willing to spend with 
them. 
21. I can’t open the whole world to them…but to be able to just do it a little bit is fun. 
22. I feel that the people who come to work here are professionals…It is a safe 
environment for the children. 
  
134
Table 28 (continued) 
23. Now accountability overrides everything…when I first started teaching, I lived in 
the world where Friday afternoon was movie afternoon. 
24. We have across the district weak policies with expectations for students in the 
area of dress code…I will leave this district saying it is bad. 
25. I love technology and have dedicated the last five years of my life to enhancing 
my own technology because that was a weak area for me. 
26. I’m a firm believer that it needs to be a mix of teacher instruction, kids working in 
groups, some technology.  So I now can teach the way I like, with a mix. 
27. The idea of being honest with people has served me well in this career.  And if I 
had to choose it all over again, I would choose education.  And hopefully I’ve 
made a difference in some kids’ lives. 
28. I think the idea of expecting all teachers to somehow be the same in their delivery, 
in their personality, is wrong.  I think a wide variety of personalities are welcome 
in a school…I’ve always felt appreciated. 
29. Most days [I enjoy teaching], but by the end of the school year, the pace really 
starts to wear on you.  And I think that’s true of everybody in teaching. 
30. I think this school is very much student-centered and student-based…They really 
do seem to care so much about the kids. 
31. Some of the extras I think could be dropped and we could all live a full, happy life 
without all these add-ons…But we have so much going on, and I think perhaps 
we don’t need to do it. 
32. Books are out of style.  People think if they throw money at something and buy a 
computer, it’s going to up everything.  Well, it’s not. 
33. There have been a ton of changes.  When I started out, there was no technology at 
all because there wasn’t any. 
34. More than ever I believe in the bell curve…I might as well just pace myself and 
understand that some are going to get it, some are going to get it later, and some 
are never going to get it. 
35. The facilities here are wonderful. 
36. It’ll run you right into the ground, but it [teaching] is so much fun. 
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Meaning units or themes.  As shown in Table 29, four themes emerged from the 
analysis of teachers’ lived experiences of the teaching profession: the work environment 
(school-based factors), leadership, the job itself, and external or system and societal 
factors (the third domain; Dinham & Scott, 1998, 2000; Scott et al., 2001).  Participant 
quotes, or the 75 significant statements, were reduced into meaning units or themes.  This 
process was performed primarily by hand, as the researcher printed and laid out each 
significant statement on a table.  Quotes were then clustered and the themes or meaning 
units began to emerge.  Initially, nearly every statement was categorized into one of the 
themes, but the researcher proceeded to carefully select the five most salient quotes 
within each theme, as shown in Table 29.  
Although the researcher entered the experience with an open mind, the findings 
were in line with this study’s theoretical framework, grounded in the work of Dinham 
and Scott (1998, 2000) and Scott et al. (2001).  Consequently, their three-factor model, 
including the job itself (domain one), school-based aspects (domain two), and external 
factors (domain three), comprise three of the four themes of this study, while leadership 
emerged as the remaining theme.  Domains one and two are in line with the pioneering 
work of Herzberg et al. (1959), while Dinham and Scott and Scott et al. provide an 
updated model of Herzberg et al.’s theory.  What then, encompasses the “third domain?”  
Recall from previous chapters that this model has emerged from the Teacher 2000 
Project.  Despite its international scope, Scott et al. write: 
There was also a core of Third Domain issues that concerned all teachers…They 
included decrease in status and recognition of the profession, outside interference 
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in and de- professionalisation of teaching, pace and nature of educational change, 
and increase in workload. (2001, p. 5) 
The current investigation has chosen not to dwell on these factors given the action-
oriented nature of this work, but the researcher would be remiss not to direct any 
attention to this matter.  In addition to the three domains, numerous significant statements 
were made in relation to leadership.  Although these statements could have perhaps been 
considered to be part of domain two, their prominence in the dataset warrants treatment 
as a separate theme. 
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Table 29 
 
Meaning Units or Themes and Evidence 
 
Meaning Units/Themes Evidence in Teachers’ Statements 
The Job Itself 
 
(Domain One) 
• It’s really cool to see kids get into [the subject matter] 
and then be able to reference it in conversations. 
• I’m still here for the same reason that I entered the 
profession: to work with students. 
• I love my job.  It’s the only job I’ve ever had where I 
do not watch the clock…So that’s how I knew I wanted 
to do this. 
• I loved that idea that I can communicate with children, 
and that they will respond to me and give me kudos in 
their way for the time I was willing to spend with them. 
• I can’t open the whole world to them…but to be able to 
just do it a little bit is fun. 
The Work Environment 
 
(Domain Two) 
• I feel like so many of our policies, especially our 
handbook policies, are vague.  And I think that they are 
intentionally vague, but when you leave things up to 
interpretation, then you end up with inconsistencies, 
and that’s when you end up with problems. 
• We don’t get enough time to collaborate. 
• This job is both satisfying and lucrative as far as what I 
ever anticipated this job would be. 
• We probably have some of the best facilities in the 
area. 
• I really like the teachers that I work with, and that 
makes a big difference. 
External Factors 
 
(Domain Three) 
• Certain days I feel like I’m not doing a good job 
anywhere because I am stretched so thin. 
• My impression is that this is a very tight-knit 
community…This community is very much behind the 
school and very supportive. 
• There’s a lot more baloney than I would like, a lot more 
paperwork, a lot more bureaucracy…but I tend to stay 
out of that. 
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Table 29 (continued) 
Meaning Units/Themes Evidence in Teachers’ Statements 
External Factors 
 
(Domain Three) 
• It [the workload] doesn’t bother me until I feel like I’m 
not doing 110% in every part of my job. 
• Now accountability overrides everything…when I first 
started teaching, I lived in the world where Friday 
afternoon was movie afternoon. 
Leadership 
 
(Subset of Domain 
Two) 
• I am under the impression that when things are done 
differently, instead of evaluating the reasons behind 
them and whether or not they work, because they are 
different they’re dismissed…I would like to be trusted 
a little bit further with my instructional decisions. 
• I sense a dissatisfaction amongst the faculty with the 
administration…because they feel like they are being 
kind of cornered into a certain way of teaching and a 
certain method of teaching.  I personally do not mind 
that. 
• Our supervisor is the most fantastic woman in the 
world, and she allows us the flexibility and the 
maneuverability to get our jobs done. 
• I just don’t see a lot of interaction that takes place 
between the administration and teachers unless it’s 
something that you initiate or if there is a problem. 
• I would say most teachers here would say we’re not 
supported discipline-wise…the discipline that we want 
to give the kids is overturned. 
 
 
 
The work environment (school-based factors).  A modified version of Lam and 
Yan’s (2011) second interview schedule was employed in the current investigation.  Lam 
and Yan found the following school factors to have the greatest impact on teachers’ job 
satisfaction: “volume of administrative/non-educational workload, equitable distribution 
of work and office politics, and teachers’ professional autonomy” (2011, p. 343).  All 
three of these factors surfaced throughout the dataset in this study.  Specific attention will 
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be given to teachers’ professional autonomy in the following theme.  Although Lam and 
Yam include “volume of administrative/non-educational workload” as a school-based 
factor (2011, p. 343), outside influence may be partly to blame for increased workload 
and paperwork (Scott et al., 2001).  For that reason, this issue is addressed both here and 
in the final theme, external factors (the third domain).  
In congruence with Lam and Yan’s (2011) findings, “volume of 
administrative/non-educational workload” emerged from the analysis (p. 343).  As one 
interviewee put it, “There’s a lot more baloney than I would like, a lot more paperwork, a 
lot more bureaucracy.”  Unbalanced workloads among teachers also surfaced during one 
interview, and one interviewee shared, “I…encountered someone else’s schedule that 
they had printed out…I wish I hadn’t encountered that…They have multiple study halls a 
day.”  The interview schedule allowed for teachers to comment on their workload, and 
four teachers commented on its magnitude.  One interviewee felt like a “Stretch 
Armstrong toy.”  Another interviewee said, “It’ll run you right into the ground, but 
[teaching] is so much fun.”  While workload, specifically, did not appear to cause 
dissatisfaction, its inequitable distribution did disturb one of the participants.  Teacher 
workloads are increasing due to budgetary constrains; consequently, this may be a factor 
outside the research site’s influence and is therefore revisited in the last theme. 
To review, school-level factors include “school climate, leadership, resources, and 
reputation” (Scott et al., 2001, p. 4) and “how decisions are made in school, school 
reputation, and available resources” (Lam & Yan, 2011, p. 336).  Regardless of 
satisfaction level, teachers were pleased with the research site’s resources and facilities.  
Participants shared comments such as, “We probably have some of the best facilities in 
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the area,” “The facilities here are wonderful,” and “We have what we need here.”  Unlike 
recent findings from the MetLife Survey of the American Teacher (Harris Interactive, 
2012, 2013), inadequate resources and facilities did not exist at the research site. 
However, recently reduced budgets have impacted teachers’ abilities to order supplies 
and take field trips. 
Additionally, at the research site, teacher job dissatisfaction was not exacerbated 
by out-of-date educational technology and learning materials, as was the case in 
MetLife’s research (Harris Interactive, 2012, 2013).  One interviewee, a veteran teacher, 
was pleased to be able to now teach “with a mix” given the technology advancements at 
the research site.  Another interviewee, when asked about special changes that have 
happened in their career, said, “There have been a ton of changes.  When I started out, 
there was no technology at all because there wasn’t any.”  Though not every participant 
agreed on the level of positive benefits gained from new technology, how technology has 
changed over time was a common recurrence throughout the dataset.  Findings related to 
the school’s resources and facilities were, therefore, rather encouraging.   
Teachers’ opinions related to compensation were also positive.  To this point, a 
veteran teacher said, “This job is both satisfying and lucrative as far as what I ever 
anticipated this job would be.”  On the other hand, contract negotiations are underway, 
and one teacher feared an increase in healthcare costs and a loss of reimbursement for 
enrollment in graduate courses.  Another interviewee, when describing their experiences 
with the profession, mentioned teaching’s extrinsic rewards on several occasions.  For 
example, they spoke about having the summers off, it being a “relatively safe 
profession,” and a “fairly good salary.”  Other interviewees recalled entering teaching for 
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more idealistic reasons, like wanting to make a difference in students’ lives, and had little 
to say about teachings’ extrinsic rewards, such as time off. 
In relationship to school climate and culture, teachers expressed varying opinions 
regarding coworkers.  One of the realities of teaching can be the lack of regular 
interaction with adults.  Conceivably, teachers who respond positively to interaction with 
coworkers may possibly end up dissatisfied in this area given the current system 
structure.  As one interviewee put it, “We don’t get enough time to collaborate.”  The 
interviewee felt troubled by not being able to excel in all occupational expectations—
which they considered to be a negative byproduct of their full teaching schedule.  Despite 
feeling that they had limited collaborative time, two other teachers mentioned enjoying 
their co-workers, while a third teacher described some of their colleagues as “unfriendly.”  
Talking about coworkers, one interviewee said, “I really like the teachers that I work 
with, and that makes a big difference.  Interestingly, another interviewee said: 
I think that’s dangerous when people have that idea that work is fun because of 
who they work with…Work is fun because you’ve accomplished what you set out 
to do in your classroom and you had fun with your kids. 
“Fun” in the work environment, outside of working with students, did not surface as a 
satisfier among teachers, although a teacher in the dissatisfied group mentioned a lack of 
it.  Surprisingly, the interviewee expressed, “I still don’t know certain people’s 
[colleagues’] names” and suggested that there be more opportunities for teachers to 
interact socially.  Some made significant comments regarding coworkers while others 
considered that work was “fun” not because of colleagues but as a result of working with 
students. 
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Leadership.  It was surprising to discover leadership’s powerful influence over 
teachers’ occupational satisfaction.  One interviewee spoke in-depth about their negative 
attitude toward the school’s leadership, while another interviewee made positive remarks 
regarding their superior.  When discussing leadership, pertinent concepts included 
flexibly, autonomy, creativity, and support.  One interviewee said, “Our supervisor is the 
most fantastic woman in the world, and she allows us the flexibility and the 
maneuverability to get our jobs done.”  Another interviewee added, “A more flexible 
boss is great,” and another teacher said, “I would like to be trusted a little bit further with 
my instructional decisions.”  Additionally, it appeared as though the level of professional 
autonomy granted to teachers varied considerably by school building. 
Teachers’ professional autonomy may be the most salient satisfier for teachers in 
this South Central Pennsylvania school district.  The following comment shows the 
positive impact of giving teachers autonomy: 
In my career, I have been allowed to go in my classroom and use my own 
judgment…I feel like I have been allowed to do what I think is best to make 
learning possible for my children.  So I find my job to be very fulfilling. 
This sentiment was not shared among the teachers in the dissatisfied group, who felt, as 
one interviewee put it, “When things are done differently…they’re dismissed.”  Another 
participant shared similar concerns.  It is important to bear in mind that all teachers at the 
research site have experienced a district-wide professional program.  The researcher’s 
understanding of the participants’ situation is that the program has eroded teacher’s 
professional autonomy.  Similarly, flexibility and creativity were salient issues 
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contributing to teacher’s occupational satisfaction in all countries in the Teacher 2000 
Project (Scott et al., 2001). 
There was a sense amongst participants that they thought highly of leaders who 
supported them and provided positive feedback.  One interviewee described the praise 
they receive as “fleeting.”  They expressed, “It would be nice just to hear praise without a 
‘but’ attached to it.”  Another interviewee claimed that principals were more likely to 
“take the other person’s side rather than trying to help you.”  It is possible that such a 
lack of compliments and administrative support may wear at teachers’ self-esteem.  
Bogler (2001) found that “self-esteem, autonomy at work, and professional self 
development contribute the most to job satisfaction” (p. 678).   
The dissatisfied spoke adversely about their superiors, while the satisfied group 
generally felt content with their school’s leadership.  Leadership, although a predominate 
work environment factor, deserved its own theme given the number of significant 
statements related to it.  This theme is tightly woven with the work environment or 
school-based factors, and rightfully so, given that school leaders have significant control 
over school environments.  A variety of perspectives were expressed about leadership, 
relating to both teachers’ satisfaction and dissatisfaction. 
The job itself.  Lam and Yan (2011) found that beginning teachers’ “major source 
of work satisfaction is from teaching students.  They unanimously feel that developing 
relationships with students, watching them grow, and guiding their development give 
them much enjoyment” (p 339).  Research has repeatedly found that teachers gain 
satisfaction from working directly with students, and participants in this study were no 
different.  Even teachers in the dissatisfied group shared comments such as, “I like the 
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kids” or “I do enjoy my job…[when] dealing with the kids.”  Regardless of why each 
participant entered the profession, each was satisfied by working with students and the 
“actual in-the-classroom part,” as one participant put it.  This theme has been noted 
because its importance, but it was given little attention given its vast presence in the 
existing teacher job satisfaction literature.     
External factors (beyond the district’s control).  Although teachers enjoy the job 
itself (Dinham, 1995; Dinham & Scott, 1998, 2000; Lam & Yam, 2011; Perrachione et 
al., 2008; Scott et al., 2001), they are generally dissatisfied with external factors (Dinham 
& Scott, 1998, 2000; Scott et al., 2001).  Scott et al. (2001) note that “teaching is not and 
cannot be quarantined from the social context in which it is embedded,” and thus there 
are issues outside the research site’s control that impact teachers’ occupational 
satisfaction (p. 14).  Third domain issues did surface as participants described their 
occupational experiences; however, the interview schedule focused on school-level 
factors.   
It was promising to see that a “decrease in status and recognition of the 
profession” (Scott et al., 2001, p. 5) was not mentioned by the interviewees.  
Interestingly, several participants made positive remarks about the community and its 
support of the school.  For example, one interviewee said, “This community is very much 
behind the school and very supportive.”  Friction between the school and the community 
was not evident, which differed from Huysman’s (2008) findings in a study investigating 
teacher job satisfaction in a rural Florida school district.  In his award-winning 
dissertation, Huysman found teachers were most concerned with feelings of being 
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underappreciated, particularly by the community.  In the current investigation, one 
teacher felt underappreciated, but by the school’s principals, not by the community. 
 On the other hand, outside interference related to standardize testing did surface 
as a dissatisfier for two interviewees in the dissatisfied group.  For example, one teacher 
questioned the fate of education and noted unfavorable outside policies related to the 
“standardized testing garbage.”  Another interviewee discussed having to teach science 
lessons during an extended homeroom period in an effort to boost the school’s 
standardized test scores.  Interestingly, teachers in the satisfied group were silent on the 
issue of state-mandated tests, and dissatisfaction surrounding this issue only surfaced 
during the dissatisfied group interviews.   
An interviewee from the satisfied group pointed out, “Now, accountability 
overrides everything.”  They went on to say, “When I first started teaching, I lived in the 
world where Friday afternoon was movie afternoon.”  This teacher has welcomed the 
latest educational initiative, Common Core State Standards Initiative, focusing on literacy 
and mathematics, even though it has “created an unbelievable workload for the teacher.”  
The following comment shows its positive impact on the interviewee and their students: 
“I was amazed at what my kids could do this year…There are things that I touched on 
this year that I’ve never taught in my career.”  Issues related to accountability were not 
particularly prominent in the interview data, but this participant’s comments represented 
a unique viewpoint. 
As noted above, educational change can result in “unbelievable” workloads, and 
this increase is an ever-growing concern among teachers (Scott et al., 2001).  Waldron 
(2014), a Virginia Teacher of the Year who has left the profession, writes, “I can no 
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longer be a good teacher and do all the system expects of me” (para. 18).  Two teachers 
in the satisfied group frequently commented on the workload and pace of teaching.  For 
example, one interviewee said, “It [the workload] doesn’t bother me until I feel like I’m 
not doing 110% in every part of my job.”  The same interviewee claimed they felt like a 
“Stretch Armstrong toy.”  Another interviewee, when asked their impression of their 
school, said, “Some of the extras I think could be dropped and we could all live a full, 
happy life without all these add-ons.”  Waldron expressed a similar belief when he said, 
“Over the past six years, I can’t remember a time where something was taken off my 
plate” (2014, para. 17).  Complaints related to workload were not explicit among the 
dissatisfied group, yet a few interviewees stated they were experiencing lighter course 
loads.  It was evident that all teachers wanted to perform their work well, yet increased 
workloads and paperwork led to feelings of inadequacy, especially for one particular 
interviewee. 
Textural and structural descriptions.  As the four themes have now been detailed 
and explained, the textural and structural descriptions of teachers’ occupational 
experiences will be presented next.  The textural and structural descriptions were 
combined; this approach was taken given that the structural descriptions were limited to 
protect the anonymity of each participant—the researcher withheld the subject(s) each 
participant has taught as well as other unique information.  Textural descriptions were 
based on the following question: “Do you enjoy your job (both teaching and non-teaching 
duties)?” (Lam & Yam, 2011, p. 348).  Additionally, the participant descriptions help 
answer the following questions:  
• How satisfied are teachers with their work? 
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• What school-based factors do teachers describe as important to their job 
satisfaction? 
Each participant’s story is shared individually to allow their unique voices to be heard, 
beginning with Amy. 
Dissatisfied group.  Amy is a teacher at the high school, where she has taught for 
approximately 10 years.  Her current school district is the only environment in which she 
has worked as a full-time teacher.  In response to the question, ‘Do you enjoy your job 
(both teaching and non-teaching duties)?’, Amy said, “There are aspects of it that I do 
really like, but there are aspects of it that I find unbelievably frustrating.”  This was a 
common sentiment amongst interviewees, especially those in the dissatisfied group.  
Amy enjoys the subject matter and believes her enthusiasm for the content is reflected in 
her students.  Talking about what she finds satisfying, Amy said, “I like the content and I 
do like the actual in-the-classroom part, like the day-to-day job of teaching, the actual 
teaching in that period with those kids.  That’s the part that I like.”  Conversely, Amy is 
frustrated by the inability to make students accountable, the evaluation system, rigid 
teaching expectations (creativity is “dismissed”), and vague school policies. 
The second participant, Bradley, is also a high school teacher and had a poignant 
story to share.  Bradley referred to teaching as his “dream job,” but his expectations have 
not aligned with what he has experienced.  When asked ‘Do you enjoy your job?’, he 
said, “There are some days that I really enjoy it…[but] if I was coming out of college or 
going into college right now, teaching wouldn’t be my first choice.”  Bradley went on to 
say, “There’s a lot of politics involved…that are not in the best interest of education.”  
When asked about his future plans, Bradley has considered leaving the profession but 
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said, “I don’t know if the risk of leaving…outweighs the benefits.”  Bradley’s story was 
moving; it clearly showed how even the hardest of workers can be dampened by an 
unsuitable work environment. 
The final teacher in the dissatisfied group was Cindy, who works at the middle 
school and has over 10 years of teaching experience.  Much of Cindy’s dissatisfaction 
centered on student behavior and a perceived lack of support from administrators.  In 
response to the question, ‘Do you enjoy your job (both teaching and non-teaching 
duties)?’, Cindy said, “I’d say half and half.  I like the kids…I really like the teachers that 
I work with, and that makes a big difference.”  Cindy anticipates leaving the profession 
but wishes to still work with students in some capacity.  Based on her interview, it was 
clear that Cindy’s primary frustration with teaching was nested in student discipline.      
Satisfied group.  Lacey, the first teacher in the satisfied group, has also been 
teaching for approximately 10 years, but at the high school level.  She recalled sitting at 
graduation without a career plan, which was not acceptable in her strict family.  Her 
graduation speaker influenced her decision to enter the teaching profession.  When asked 
‘Do you enjoy your job?’, she said, “I love my job.  It’s the only job I’ve ever had where 
I do not watch the clock…So that’s how I knew I wanted to do this.”  Lacey did not 
explicitly communicate areas of dissatisfaction, but she commented on one of the 
frustrations that Amy had noted—rigid teaching expectations or inflexibility in how 
teachers can perform in the classroom.  Lacey pointed out, “I sense a dissatisfaction 
amongst the faculty with the administration…because they feel like they are being kind 
of cornered into a certain way of teaching and a certain method of teaching.”  This has 
not bothered Lacey, who indicated she works well under the required structure.  She said, 
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“I personally do not mind that. I am happy and content if I am given direction.”  Despite 
having “fallen into teaching,” Lacey was clearly satisfied with her work. 
Monica, an elementary school teacher, has over 30 years of experience at the 
research site.  She enjoys her work and comes from a family of numerous educators.  
When asked ‘Do you enjoy your job?’, she said, “I enjoy teaching very much.  I find it 
very fulfilling…I have not ever thought of doing something other than teaching.”  
Without prompting, Monica shared her opinion on the popular sentiment that qualitative 
research on teacher job satisfaction often finds: “I do really like teaching, but...”  Monica 
stated, 
I don’t care what job you have…there are non-job related duties that you hate.  
There are employees that you can’t tolerate.  And I don’t care what job you’re in, 
you will have to deal with that.  And the person who thinks that there is a job that 
is perfect is deluding themselves.   
Monica had minimal frustrations, but believes that “we have across the district weak 
policies with expectations for students in the area of dress code.”  Two other 
interviewees, Amy and Lacey, also alluded to the notion of vague school policies. 
The final participant, Jenelle, is also an elementary school teacher, who like 
Monica, has vast teaching experience.  In response to the question, ‘Do you enjoy your 
job (both teaching and non-teaching duties)?’, Jenelle said, “Most days, but by the end of 
the school year, the pace really starts to wear on you.  And I think that’s true of 
everybody in teaching.”  Jenelle plans to remain in the profession, but expressed concerns 
related to job security given the current fiscal situation facing many Pennsylvania school 
districts.  The following comment illustrates her concerns: “We’re like Canadian geese 
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crossing the road…I’m hoping I get to finish out my years here.”  Jenelle, despite 
referring to the “pace” several times, enjoys her job and is having fun.  For her, the joy is 
in the work. 
The following presentation of the results mirrors the approach taken by the 
instrument developers, Lam and Yan (2011).  Their four-fold typology was introduced in 
the previous chapter and is displayed in Table 30.  Initial teaching orientations were 
categorized as idealistic and pragmatic, while the school environment was rendered as 
either suitable or unsuitable.  Idealistic teachers entered the profession “because of its job 
nature,” while pragmatic teachers were drawn to teaching because of its extrinsic 
rewards, like salary and time off (Lam & Yan, 2011, p. 339).  However, it should be 
noted that teaching motivation was a more salient factor in their research given their 
study’s longitudinal design.  While school environments were classified as either suitable 
or unsuitable, Lam and Yan note how teachers’ perceptions of their fit with their 
environment can change over time.  Lam and Yan, in their study of beginning Hong 
Kong teachers, labeled each teacher type 1, type 2, or type 4.  
 
Table 30 
 
Lam and Yan’s (2011) Teaching Motivation and School Environment Typology 
 
Type 1. Idealistic – suitable school 
environment 
Type 3. Idealistic – not suitable 
environment 
Type 2. Pragmatic – suitable environment Type 4. Pragmatic – not suitable 
environment 
 
 
 
As shown in Table 31, the researcher, with guidance from each participant, 
categorized the six interviewees using Lam and Yan’s (2011) four-fold typology.  The 
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three teachers in the satisfied group categorized their environments as suitable, while the 
three teachers in the dissatisfied group rendered their environments as unsuitable.  
Interestingly, only one teacher’s initial teaching orientation was labeled as pragmatic.  
This difference from Lam and Yan’s findings may be the result of teaching being a 
higher paying and more respected profession in Hong Kong.  To this point, Lam and Yan 
write, “Unlike in other places, teaching is not a poorly paid profession in Hong Kong” 
(2011, p. 333).  Aside from this point, this study’s findings generally echo those found by 
Lam and Yan: “Regardless of their original motivations to teach, an environment suitable 
to teaching allows teachers to focus on teaching, and giving them manageable workloads 
and professional autonomy is likely to result in the enjoyment of teaching and job 
satisfaction” (2011, p. 343).  Professional autonomy held greater importance in this study, 
perhaps because two of the three teachers in the dissatisfied group were experiencing 
lighter than normal course loads. 
 
 
Table 31 
 
Data Summary Table: Based on Lam and Yan’s (2011) Four-Fold Typology 
 
Participants Type 1 Type 2 Type 3 Type 4 
Amy   X  
Bradley    X 
Cindy   X  
Lacey X    
Monica X    
Jenelle X    
Total 3 0 2 1 
 
 
 
It is not clear whether each teacher intended to remain in the profession for the 
remainder of their lifetime; however, all three dissatisfied teachers (or those whose 
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environments were classified as unsuitable) stated considering leaving the profession at 
one time or another.  The one teacher with a type 4 experience actually questioned how 
he would fare in a more suitable environment.  To this point, he said, “It would 
be…interesting to see based on a different administration or even different coworkers, 
different kids, how that [his job satisfaction] would change across district to district.”  As 
Lam and Yan (2011) note, “A person entering the profession mainly for extrinsic reasons 
may become a caring teacher and derive great satisfaction from his/her job as a teacher – 
as long as the school environment is right” (p. 342). 
Although the researcher focused on data analysis procedures in transcendental 
phenomenology, Lam and Yan’s (2011) four-four typology captures participant’s initial 
teaching orientation and whether their current environments are suitable.  The final 
procedural step in analyzing data in a transcendental phenomenological study entails a 
summative section, or “an overall essence of the experience,” (Creswell, 2013, p. 60; 
Moustakas, 1994).  This essence of the phenomenon is presented in the next chapter, 
where questions are presented individually, given that this addresses the third research 
question. 
Results and Interpretations 
Quantitative and qualitative research methods complimented each other in this 
study and provided a comprehensive understanding of teachers’ job satisfaction status in 
a South Central Pennsylvania school district.  In Chapter 5, the three research questions 
that guided this work will be presented separately.  In this section, however, the 
researcher follows a suggestion by Creswell and Plano Clark (2011) and offers an 
explanation of how the qualitative data helped to explain the quantitative results.  
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Although the results are not merged in this study’s design, Creswell and Plano Clark 
suggest researchers answer the following question: “In what ways do the qualitative data 
help to explain the quantitative results?” (2011, p. 234).  Before addressing this question, 
patterns and trends and significant ideas that emerged from the findings are presented.  
As previously noted, the short-form MSQ determined teachers’ intrinsic, 
extrinsic, and general satisfaction levels.  To review, the research site consisted of three 
elementary buildings, an intermediate school, a middle school, and a high school.  The 
respondents in elementary building #2 had the highest average scores on all three scales, 
while respondents at the high school had the lowest mean scores on all three scales. 
Elementary school teachers were therefore found to be more satisfied than high school 
teachers, a finding that aligns with previous teacher occupational research (NCES, 1997).  
On the other hand, intermediate school teachers (Grades 4-6) were less satisfied than 
middle school teachers (Grades 7-8).  Previous research would lead the researcher to have 
expected the reverse (NCES, 1997).  Multiple regression analysis revealed work location 
as a statistically significant predictor of all three MSQ scales. 
Further research might investigate teacher job satisfaction specifically in the 
intermediate school building, which had nearly the same level of satisfaction as the high 
school.  Respondents in the intermediate school had an average general satisfaction scale 
of 69.56, while the respondents at the high school reported an average of 68.89.  
Interestingly, two of the respondents at the intermediate school also had the lowest and 
highest scores on the general satisfaction scale, at 29 and 93.  It would be interesting to 
investigate why there is such a wide range in general satisfaction in this particular school 
building.  Although trends in the scores from the three scales have been noted, these data 
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alone do not adequately and fully answer the question of whether teachers in this South 
Central Pennsylvania school district are satisfied with their jobs.  In the next chapter, the 
researcher relies on normative data within the instrument’s manual to respond to this 
study’s initial question (Weiss et al., 1967). 
Chi-square analyses found eight instances of statistical differences, half of which 
were related to where a respondent worked.  Statistically significant differences were 
found on the following items:  
1. “The way my boss handles his/her workers.”   
2. “The competence of my supervisor in making decisions.” 
3. “The way company policies are put into practice.” 
4. “The chance to try my own methods of doing the job.” 
5. “My pay and the amount of work I do.” (Two instances.) 
6. “The way my co-workers get along with each other.” 
7. “The feeling of accomplishment I get from the job.” 
The first four (items 1 through 4) were related to the grade level at which a respondent 
teaches; item 5 was related to age and teaching experience; and items 6 and 7 were 
related to class size.  Thus, chi-square tests did not show any statistically significant 
differences related to a respondent’s sex, marital status, or household income. 
Similarly, multiple regression analysis revealed that work location and class size 
were significant predictors of extrinsic and general job satisfaction.  The following 
comment by a teacher in the dissatisfied group supports this finding related to class size: 
“I feel sad that the more kids they give me, I feel like the less I can give the kids.”  Only 
the building in which a respondent works emerged as a statistically significant predictor 
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of the intrinsic aspects of general satisfaction.  This difference in job satisfaction by work 
location may be related to administrators’ relationships with teachers, teacher perceptions 
of the ability to be creative, autonomy, or factors beyond the scope of this study. 
Leaders’ attention toward teacher working conditions (or the second of the three 
domains) seems critical, especially considering that this area is within school leaders’ 
realm of influence and is a factor leaders have the ability to change (Dinham & Scott, 
1998, 2000).  However, third domain issues were also present as participants described 
their occupational experiences—yet, they were not universally dissatisfying, as one 
teacher appreciated the Common Core State Standards Initiative.  Leaders themselves, 
and their relationships with teachers, seem especially to influence teachers’ occupational 
satisfaction.  This is evident both in the qualitative dataset and in the review of 
transformational and transactional leadership theories found in Chapter 2.  A range of 
options—specifically aimed at domain two—for redressing teachers’ occupational 
satisfaction levels is presented in the next chapter. 
Interpretations   
Participant selection for the second, qualitative phase was dependent upon 
respondents’ scores on the MSQ, or their general satisfaction scale score.  This approach 
was in line with the suggestion by Creswell and Plano Clark (2011), who write, “Select 
participants from groups that might have differed in their statistical results.  This will 
permit an analysis as to why groups might have differed” (p. 235).  The heterogeneous 
group of participants in the current study allowed the researcher to create a balanced 
description of the phenomenon, presented in the next chapter.  Although the results are 
not merged in this design, Creswell and Plano Clark suggest researchers answer the 
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following question: “In what ways do the qualitative data help to explain the quantitative 
results?” (2011, p. 234). 
Implementation of the explanatory design’s participant selection model 
effectively organized the second phase’s participants into two heterogeneous groups—
those satisfied and those dissatisfied with their work.  The make-up of the dissatisfied 
group aligned with the quantitative findings given that the majority of them taught at the 
high school.  Where a respondent worked, or school building, was found to be a 
statistically significant predictor of a respondent’s job satisfaction, and general 
satisfaction decreased as one moved from elementary school to high school.  None of the 
potential participants who could have been chosen for the dissatisfied group in phase two 
based on their MSQ score worked at the elementary level.  Unfortunately, all three 
randomly selected participants within the dissatisfied group shared that they had 
considered leaving the profession, indicating the MSQ’s effective sorting of participants 
satisfied and dissatisfied with teaching. 
Organizing MSQ items by descending means revealed that “the way company 
polices are put into place” was the least agreed upon item.  This was the only item where 
responses fell below the median of 3.  The reason for this is not clear, but it may have 
something to do with the district-wide professional development program.  All teachers at 
the research site have taken part in the program, which has standardized instructional 
practices.  Issues related to the program were not particularly prominent in the satisfied 
group’s dataset.  Conversely, in the dissatisfied group, there was a sense that these 
participants were prudent about their use of the instructional strategies and were creative 
in how they implemented what they learned from the professional development trainings.  
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Satisfaction with how company polies are put into place did not differ significantly by 
work location, yet the item related to creativity did show statistical significance.  It may 
be that how teachers perceive the professional development program varies by building.  
Overall, these results suggest that a perceived lack of freedom in the classroom is present 
among some teachers at the research site. 
Qualitative findings provide interesting insights into satisfiers and dissatisfiers in 
the work environment.  It was clear that all teachers were satisfied by the “actual in-the-
classroom part.”  However, we cannot merely rely on students and working with them to 
provide job satisfaction to all teachers, especially those in the dissatisfied group.  As 
mentioned previously, one of the dissatisfied teachers mentioned a lack of “fun,” outside 
of working with students in the classroom, present in the work environment.  Despite that 
working with students is intrinsically rewarding, teaching can be a thankless job with few 
extrinsic rewards (Scott et al., 2001).  Consequently, those who appreciate or need 
extrinsic rewards may face occupational dissatisfaction.  As one teacher in the satisfied 
group put it, “Unless you are intrinsically rewarded by your students, I would think that 
this job would be kind of cumbersome and boring.” 
Summary 
This chapter has described the analysis of the data collected in two distinct yet 
connected phases.  Multiple regression and chi-square tests of independence were used to 
analyze MSQ data, while phenomenological analysis followed Creswell’s (2013) version 
of the Stevick-Colaizzi-Keen method, as outlined by Moustakas (1994).  Multiple 
regression analysis revealed that work location (or which of the research site’s six school 
buildings a respondent worked in) and class size were significant predictors of general 
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job satisfaction.  Chi-square tests of independence, in an item-by-item analysis, also 
found associations between work location, age, teaching experience, and class size on 
specific MSQ items.  Eight total instances of statistical significance were discovered, four 
of which were related to the grade level at which a respondent taught.  Multiple 
regression analysis and chi-square tests of independence revealed similar findings given 
that work location and class size were significant predictors of extrinsic and general job 
satisfaction.  
In phase two, a transcendental phenomenological approach was employed, and 
the job satisfaction status and experiences of six teachers were documented through their 
own perspectives.  Qualitative findings provide interesting insights into satisfiers and 
dissatisfiers in the work environment.  Participants’ significant statements provided 
poignant quotes that should be considered for maintaining and improving teacher job 
satisfaction at the research site.  Despite varying job satisfaction levels, common threads 
between dissatisfied and satisfied teachers included enjoying actual teaching, working 
with students, perceived community support, and favorable perceptions of the research 
site’s facilities.  Four themes emerged from the analysis of teachers’ occupational 
experiences: the work environment (school-based factors), leadership, the job itself, and 
external or system and societal factors.  Findings were in line with the three-factor model 
(Dinham & Scott, 1998, 2000; Scott et al., 2001) on which this study’s 
conceptual/theoretical framework rests.  The findings and results provide valuable 
information for maintaining and improving teacher job satisfaction at the research site.  
Conclusions and recommendations are outlined in Chapter 5, the final chapter of this 
study.  
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Chapter 5: Conclusions and Recommendations 
The objectives of this study were to (a) examine public school teachers’ job 
satisfaction status in a South Central Pennsylvania school district, (b) explore the 
occupational (or lived) experience of both satisfied and dissatisfied teachers, and (c) offer 
recommendations for improving current practices at the research site.  Ongoing 
difficulties with teacher job satisfaction have been well documented in research (Scott et 
al., 2001), and the number of very satisfied American teachers has fallen to its second 
lowest point (Harris Interactive, 2013).  The aim of this research project has therefore 
been to determine to what extent this problem exists at the local level, a school district in 
South Central Pennsylvania.  The first section of this chapter proceeds with an executive 
overview of the study. 
As explained in Chapter 1, the need for this study evolved from a colleague’s 
prior investigation of school culture at the research site’s high school.  Glesne and 
Peshkin (1992) write, “Currently, many researchers are drawn to studying their own 
institution or agency, to doing backyard research” (p. 31).  Backyard research was 
encouraged in the researcher’s program of study.  The researcher not only wanted to add 
to existing teacher job satisfaction literature, but also to help alleviate the problem at the 
local level.  This South Central Pennsylvania school district was purposefully selected 
with the intention of improving teachers’ occupational satisfaction for the benefit of the 
researcher’s colleagues, students, and the greater community. 
An explanatory sequential mixed methods design was employed consisting of two 
phases, quantitative data collection followed by in-depth interviews with participants 
using a maximal variation sampling strategy.  A heterogeneous group of participants 
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allowed the researcher to create a balanced description of the phenomenon.  The short-
form MSQ and a modified version of Lam and Yan’s (2011) interview schedule were 
utilized to respond to the study’s three research questions.  The initial two questions were 
addressed through non-experimental, descriptive, quantitative research, while the 
remaining question was answered during a second, qualitative phase via the 
(transcendental) phenomenological approach, which helped to explain and advance the 
initial findings.  Multiple regression and chi-square tests of independence were performed 
to analyze the 167 participant responses to the MSQ and demographic instrument.  In the 
second phase, phenomenological data analysis followed Creswell’s (2013) version of the 
Stevick-Colaizzi-Keen method, as outlined by Moustakas (1994).  Answers to the 
research questions and conclusions based on the study’s findings follow.  
Recommendations are also provided, which include possible solutions to the problem and 
areas for further research. 
Conclusions 
In the previous chapter, the researcher offered an explanation of how the 
qualitative data helped to explain the quantitative results.  Here, the three research 
questions that guided this work are presented separately.  The questions are organized in 
sequential order, with phase one’s conclusions presented first, followed by discoveries 
made in phase two.  Additional conclusions beyond the research questions are offered. 
Question One 
The first research question in this study sought to determine how satisfied 
teachers are with their work, as measured by the MSQ.  Weiss et al. (1967) noted, “The 
most meaningful scores to use in interpreting the MSQ are the percentile scores for each 
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scale obtained from the most appropriate norm group for the individual” (p. 4).  At this 
time, normative data for the short-form MSQ exists for the following occupations: 
engineers, clerks (general office), salesmen, janitors and maintenancemen, machinists, 
assemblers (general), and assemblers (electrical).  Although normative data for teachers 
does not exist for the short-form MSQ, it does exist for the long-form MSQ.  The long 
form consists of 100 items, yet the items comprising the general satisfaction scale are 
identical on both instruments (Weiss et al., 1967).  For comparative purposes, the 
researcher will examine the percentile scores for teachers and for engineers, the only 
group in the short-form’s “professional, technical, managerial” category (Weiss et al., 
1967, p. ix).  Utilizing the normative data for engineers is congruent with the approach of 
Lombardo (2005), who studied the job satisfaction of assistant principals in 
Pennsylvania.  Weiss et al. provide the following interpretation of percentile scores: 
A percentile score of 75 or higher is ordinarily taken to represent a high degree of 
satisfaction; a percentile score of 25 or lower would represent a low level of 
satisfaction; and, scores in the middle range of percentiles (26 to 74) would 
indicate average satisfaction. (1967, p. 5) 
Normative data for both teachers and engineers is included in Appendices P and Q. 
The normative data for teachers included those who taught kindergarten through 
grade six in a suburban environment (Weiss et al., 1967).  In order to make the most valid 
comparison, the researcher calculated the general satisfaction scale’s mean and standard 
deviation for only those teachers at the research site who taught grades kindergarten 
through six.  This resulted in a group of 73 teachers with a mean score of 74.73 and a 
standard deviation of 11.82.  Using the normative data for teachers, this score fell 
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between the 15th and 20th percentiles, indicating that this group had a low level of 
general job satisfaction.  Further analysis revealed that nearly half (49.3%) had reported 
levels of low general job satisfaction, while less than 10% would be considered to have a 
high level of satisfaction. 
 The entire sample (N = 167), not just those teaching grades kindergarten through 
six, was compared to the normative data for engineers.  As indicated in the previous 
chapter, the average score for teachers on the general satisfaction scale was 71.99, while 
the mean score for engineers was 77.88.  This would indicate that teachers in this South 
Central Pennsylvania school district had a low level of general job satisfaction, given that 
the mean score fell between the 20th and 25th percentiles.  Further, the average score of 
71.99 was below the mean for each occupation with existing short-form MSQ normative 
data except for assemblers (Weiss et al., 1967).  The reader should bear in mind that 
MSQ’s manual was published in the 1960s, and the profession of teaching has changed 
significantly since that time. 
 Comparisons to engineers were also made on the intrinsic and extrinsic 
satisfaction scales.  The average score for teachers on the intrinsic and extrinsic scales 
was 45.77 and 19.26, while the mean scores for engineers were 48.53 and 21.31, 
respectively.  On the intrinsic satisfaction scale, the mean fell between the 25th and 30th 
percentiles, suggesting a low to average level of intrinsic satisfaction.  The extrinsic 
satisfaction scale’s mean fell between the 30th and 35th percentiles, suggesting an 
average level of satisfaction in this area.  These data should be interpreted with caution 
seeing that normative data for engineers was used because it does not currently exist for 
teachers (Weiss et al., 1967). 
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Question Two 
The second question in this research investigated relationships between specific 
demographic variables and teachers’ job satisfaction, as reported by the MSQ.  This study 
aimed to contribute to a growing area of research by exploring these potential 
associations (Perrachione et al., 2008).  In this area, Bogler (2002) noted associations 
between teachers’ occupational satisfaction and age, sex, marital status, grade level 
taught, and educational level (Perrachione et al., 2008).  Educational level was not asked 
of respondents given that the majority of the teachers at the research site have masters 
degrees.  Likewise, the NCES (1997) reported that younger and less experienced teachers 
were more satisfied than their older and more tenured counterparts. 
Contrary to these findings, the current investigation did not establish a link 
between teachers’ occupational satisfaction and age, sex, or marital status.  Previous 
research had found that female teachers are more satisfied than their male counterparts 
(Bogler, 2002; Lortie, 1975; Ma & MacMillan, 1999).  The vast majority of the 
participants in the current investigation were women (76%) and married (83%).  Like 
Billingsley and Cross (1992), biological demographics and teaching experience were not 
found to be significantly related to teacher job satisfaction.  Grade level taught, however, 
was a significant predictor of satisfaction levels.  This finding is in line with those of the 
NCES (1997), who found elementary teachers to have higher satisfaction levels than 
secondary teachers.  On the other hand, teachers at the intermediate school (Grades 5-6) 
had roughly the same satisfaction levels as high school teachers.  It would be interesting 
to compare experiences of individuals within these work locations. 
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This study is unique in that it consisted of six school buildings and aimed to 
investigate satisfaction levels across different work environments.  Interestingly, where a 
respondent worked emerged as a statistically significant predictor of intrinsic, extrinsic, 
and general job satisfaction.  Furthermore, chi-square tests of independence revealed that 
high school teachers (Grades 9-12) had the greatest level of dissatisfaction on the 
following three MSQ items: (a) “The way my boss handles his/her workers,” (b) “The 
competence of my supervisor in making decisions,” and (c) “The chance to try my own 
methods of doing the job.”  Further investigation of the relationships between teachers 
and their school leaders could be undertaken to understand why high school teachers had 
the greatest level of dissatisfaction in these areas. 
Chi-square tests of independence also found associations between satisfaction 
with compensation and both age and years of teaching experience.  Teachers ages 35 and 
older, and those who have taught for 11 years or more, had the greatest level of 
satisfaction with their pay and the amount of work they do.  Therefore, this study may 
contribute knowledge of how to design the optimum salary schedule for teachers given 
that Ingersoll (2001) found that poor salary was cited by nearly 50% of teachers who 
changed teaching positions or left the profession. 
Associations were also found between class size and two specific MSQ items, just 
as multiple regression analysis found class size was a significant predictor of extrinsic 
and general job satisfaction.  As one might expect, as class size increases, extrinsic and 
general satisfaction decreases.  Along these same lines, teachers with fewer students were 
more likely to indicate being satisfied with the feeling of accomplishment that they get 
from the job.  They were also more likely to be satisfied with the way co-workers get 
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along with each other.  These findings have important implications for developing 
teacher schedules and when making decisions about filling vacant positions. 
Question Three 
The third, phenomenological question asked what the shared lived experiences of 
dissatisfied and satisfied teachers with their occupation are.  Creswell (2013) writes, “the 
reader should come away from the phenomenology with the feeling, ‘I understand better 
what it is like for someone to experience that’ (Polkinghorne, 1989, p. 46)” (p. 62).  In 
other words, the goal of this section is to understand dissatisfied and satisfied teachers’ 
perceptions of their job satisfaction through their eyes. 
Dissatisfied group.  Amy may have summed up the shared experiences of 
teachers in the dissatisfied group when she said, “There are aspects of it that I do really 
like, but there are aspects of it that I find unbelievably frustrating.”  Teachers in both 
groups seemed to enjoy working with students, yet teachers in this group were 
particularly displeased with a lack of autonomy, administrative support, and student 
discipline issues.  These results are consistent with those of other studies that were 
discussed in the second research stream of Chapter 2.  Perceptions of lack of autonomy 
may be the result of the district-wide professional development program mentioned in 
previous chapters.  Even though one dissatisfied teacher was very displeased with student 
discipline issues, it was tied to feelings of a lack of administrative support.  This teacher 
felt as if principals undermined her authority in the classroom, while another teacher felt 
as if there was a lack of friendly and supportive relationships between teachers and 
principals.  
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It is not clear whether or not each teacher intended to remain in the professional 
for the duration of their careers, yet all three dissatisfied teachers have considered leaving 
the profession.  One participant considered enrolling in a full-time graduate program, 
another may seek new employment but hopes to continue working with students, and one 
has pondered a career change.  Despite the various potential reasons for leaving, each one 
enjoyed working with students.  What is clear is how the work environment has shaped 
how these individuals feel about teaching.  As one participant alluded to, it would be 
interesting to see how these teachers would fare in a different work location.  The 
abbreviated title of Scott et al.’s (2001) article effectively summarizes the essence of this 
groups’ occupational satisfaction: I love teaching but..... 
Satisfied group.  The obvious link between both groups was their enjoyment of 
working with students.  One teacher in the dissatisfied group expressed that they did not 
want to be perceived as entirely negative and mentioned enjoying “the kids” and her co-
workers several times.  The sentiment above, “I love teaching but....,” did not surface in 
this group’s dataset.  On the other hand, two teachers commented on the pace or being 
stretched thin, yet it did not seem to be a salient dissatisfier.  This aligns with Herzberg et 
al.’s (1959) motivation-hygiene theory, which suggests that positive feelings are mostly 
linked to the work itself.  On the other hand, unpleasant feelings are predominantly 
connected to the work environment (Herzberg et al., 1959), as was the case for those in 
the dissatisfied group.  For those that have remained satisfied with their work, the joy was 
in teachings’ busyness, and each satisfied participant seemed like a workaholic—though 
this is not to imply that those in the dissatisfied group were not hardworking. 
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  Contrary to the dissatisfied group, this group of teachers did not have 
unfavorable perceptions of their principals.  One teacher made a gratifying remark about 
their superior, while the other two were not particularly vocal about their school’s 
leadership.  The interviewees seemed to have developed good working relationships with 
their supervisors; they felt as if they were treated as professionals and have been granted 
the flexibility, autonomy, and support to excel in their respective roles.  The principal’s 
influence here is consistent with the findings of Ladd (2011) and Boyd et al. (2011), who 
note principal’s leadership the most important work environment factor. 
Two teachers in this group were seasoned professionals, and it was perceived that 
they recognized the unfavorable tasks associated with the job, but this was forgotten 
about when working with students.  There was a sense among all three interviewees of 
not dwelling on issues out of their control; that is, third domain issues, as outlined in 
previous chapters, were not particularly bothersome to this group.   
Additional Conclusions 
The research site may benefit from further study investigating work 
environments, particularly social conditions, which Johnson et al. (2012) found to be of 
great importance.  One issue that stood out to the researcher was the absence of a team 
spirit and colleague interaction mentioned by interviewees; however, this may be the 
result of the questions asked of them.  Two participants did make comments about liking 
their coworkers, yet liking or being friendly with coworkers may be different from having 
productive relationships and growing with them.  The researcher expected that not only 
supportive principals, but also that supportive colleagues would have contributed to 
teachers’ occupational satisfaction. 
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This assumption is supported by the work of Johnson et al. (2012), who found 
relationships among colleagues to be one of three social conditions within the work 
environment that matter greatly to teachers.  Johnson et al. write:  
the specific elements of the work environment that matter the most to teachers are 
not narrowly conceived “working conditions” such as clean and well-maintained 
facilities…Instead, it is the social conditions—the school’s culture, the principal’s 
leadership, and relationships among colleagues— that predominate in predicting 
teachers’ job satisfaction and career plans. (2012, pp. 4-5) 
While the current investigation did not specifically target these social conditions, the 
principal’s importance to teachers’ occupational satisfaction was evident.  Social 
conditions, like relationships among colleagues, may be difficult to measure.  Senge, 
Scharmer, Jaworski, and Flowers (2005) write, “If what’s measurable is quote ‘more 
real,’ it’s easy to relegate the soft stuff, such as the quality of interpersonal relationships 
and people’s sense of purpose in their work, to a secondary status” (p. 192).  
Unfortunately, school leaders may become so fixated on what is easily measurable, like 
PSSA scores, and ignore the “soft stuff,” which appears to be of critical importance to 
teacher workplaces.  One interviewee noted that teachers of subjects without a state-
mandated examination felt like “they didn’t matter.”  Senge et al. go on to write, “This is 
ironic because the soft stuff is often the hardest to do well and the primary determinant of 
success or failure” (2005, p. 192).  A deeper look into school’s culture and relationships 
among colleagues may be warranted in light of the reported low level of general job 
satisfaction. 
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People—like all living things—need nourishment to be at their best and to excel, 
especially in the workplace.  This work set out to explore what exactly this 
“nourishment” is, at this point in time, for those who have remained satisfied with their 
teaching positions.  The answer: working with students; yet working with students alone 
was not enough to maintain satisfaction levels.  After a review of the literature, the study 
expected to find that leaders listening (Scharmer, 2009), promoting reflection and 
professional growth (Blase & Blase, 1999), and providing favorable working conditions, 
such administrative support and teacher autonomy (NCES, 2007), are factors that 
contribute to their satisfaction.  Consistent with these findings, a lack of perceived 
administrative support and teacher autonomy greatly contributed to the dissatisfaction of 
those in the dissatisfied group.  It is evident that a great deal of satisfaction stems from 
the work itself, yet leaders may alter school-based variables to foster a happier 
workforce.  This study provides an increased understanding of the kinds of leadership 
behaviors, relationships, and working conditions it will take to produce and sustain 
satisfied teachers in this South Central Pennsylvania school district in the twenty-first 
century. 
Recommendations 
Backyard and Action Research 
This study set out to determine potential solutions, based upon the results and 
interpretations, to an internationally recognized problem (Scott et al., 2001) at the local 
level.  Several important implications for school administrators at both the central office 
and school building levels are presented.  The researcher was in a unique situation given 
that the role of teacher and researcher were held simultaneously. The researcher did not 
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shy away from backyard research given the potential problems associated with this type 
of inquiry (Creswell, 2013; Glesne & Peshkin, 1992).  Glesne and Peshkin (1992) write, 
“Interviews frequently uncover what can be termed dangerous knowledge or information 
that is politically risky to hold, particularly for an insider” (p. 32).   
Although the researcher led the study, there was a continual dialogue with the 
superintendent at the research site.  Glesne and Peshkin (1992) note, “The situation is 
different in action research and teacher research.  Action researchers work with groups of 
people to make organizations, projects, curriculum, etc., ‘better’” (p. 33).  The research 
site’s superintendent was invited to review the proposed recommendations, and in doing 
so, hopefully paved the way for a “change-oriented process” (Glesne & Peshkin, 1992, p. 
33).  The recommendations that follow are derived directly from participants’ voices 
before outlining potential courses of action for improving teachers’ occupational 
satisfaction based on the quantitative findings and results.  This is a starting point to 
generate important dialogue for schools as they consider how to alleviate dissatisfaction, 
and possibly create satisfaction, for those that have been called to this profession.   
Time and Collaboration 
The issue of time emerged during several of the interviews, and numerous 
interviews were conducted during a teacher in-service day.  Those outside of education 
may not understand in-service days, but their importance was observed during data 
collection.  To this point, one teacher said, “We don’t get enough time like this,” and 
“We don’t get enough time to collaborate.”  Too often, teacher collaboration is not 
effectively built into work schedules and time spent collaborating must happen outside of 
the contractual workday.  Teachers working in isolation ensures that they, within and 
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among academic departments, remain unaligned and discussions about improvement are 
circumvented (Kassissieh & Barton, 2009).  The current structure can inhibit time 
colleagues spend working together, and in doing so may prevent the development of 
professional and personal relationships. 
The researcher proposes the implementation of several Teacher Record Days, or 
“workdays” to allow teachers to perform duties outside of actual teaching.  Teachers were 
asked to discuss their workload, and this prompted one teacher to share the resultant 
heavy workload when students submit written assignments.  Along the same lines, 
another teacher discussed record keeping challenges given the vast number of students 
she is responsible for.  There may never be enough time (Green, 2014), but this 
suggestion comes from a high-achieving school district in Southeastern Pennsylvania, 
where teachers have come to appreciate the scheduled time to “catch up.”  Record Days 
are positioned on the school calendar at the end of each marking period.  In addition to 
time to handle paperwork, this day could be used for preparing lesson plans, 
collaborating with others, and numerous professional responsibilities. 
A Friendly and Collaborative Atmosphere 
Moving to relationships, surprisingly, one interviewee did not know their 
colleagues’ names.  The same interviewee, after stopping the interview recording, 
highlighted a perceived lack of “fun” in the work environment.  The teacher added, “This 
place [the high school] is so big, it’s hard to interact with everyone in the building.”  This 
lack of interaction and feelings about some coworkers being “unfriendly” contributed to 
this teacher’s level of dissatisfaction.  The interviewee suggested that more opportunities 
be available to interact socially with colleagues, such as a work-sponsored happy hour.  A 
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greater focus on the teachers in each building as a team could produce a more friendly 
and coherent workforce.   
After this exchange, the researcher was reminded of a session at the 67th ASCD 
Annual Conference and Exhibit Show titled “Effective Strategies to Create a Friendly and 
Collaborative Atmosphere Among Your Staff” (Pouiller, 2012).  One interviewee said, 
“Unless you are intrinsically rewarded by your students, I would think that this job would 
be kind of cumbersome and boring.”  While this may be enough for some to maintain 
desirable satisfaction levels, others may need additional intrinsic motivators, such as 
social interactions with adults, to preclude occupational dissatisfaction.  Pouiller (2012) 
was a school leader from a bilingual (Spanish and English) school in Argentina with a 
disjointed staff.  Teachers of English and Spanish had little interaction, and even different 
principals.  A number of strategies were implemented to unify the staff and create a more 
friendly and collaborative environment.  Strategies included: “Teacher’s Day” (school 
closed to celebrate teachers), “Talking Wall” (a collaborative space for teachers to 
communicate and share socially and professionally), “Cake Day” (every Friday), a 
volunteer retreat, “Family Day,” and more.  Collaboration started as a result of all of 
these strategies (Pouiller, 2012).  Such practices could be considered in this South Central 
Pennsylvania school district to foster a more unified and collaborative workforce. 
Relationships 
One of the more significant findings to emerge from this study is that teachers in 
the dissatisfied group voiced frustrations related to school leadership.  Those in the 
satisfied group mentioned their principals; however, it seemed like a pertinent source of 
satisfaction for only one of the teachers.  For this reason, the researcher posits that 
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attention to relationships between principals and teachers is needed to help alleviate 
teacher dissatisfaction.  Resulting MSQ data provided teachers’ satisfaction levels with 
“The way my boss handles his/her workers,” and “The competence of my supervisor in 
making decisions.”  School leaders need their teachers to trust their decision making, 
especially if they want to build trusting and supportive relationships.  Discussing 
leadership is a delicate issue for the researcher given the role of teacher at the research 
site, yet this information can be used to evaluate teachers’ perceptions of their 
relationships with building leaders. 
Teacher Autonomy 
The results of this investigation show that teacher autonomy and a perceived lack 
of it was cause for both satisfaction and dissatisfaction at the research site.  A lack of 
professional autonomy was associated with a district-wide professional development 
program.  To this point, one interviewee said, “I am under the impression that when 
things are done differently, instead of evaluating the reasons behind them and whether or 
not they work, because they are different they’re dismissed.”  Further research could 
examine this link more closely.  Meanwhile, a reasonable approach to tackle this issue 
could be to initiate a conversation between building leaders and teachers related to any 
reservations surrounding the program.  Considerable resources and time have been 
invested in the program.  Teachers’ professional autonomy may be the most salient 
satisfier for teachers in this South Central Pennsylvania school district. 
Evaluation System 
The next two issues—the evaluation system and handbook policies—could serve 
as agenda items during district or school-wide committee meetings.  This school year, 
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teachers at the research site experienced changes related to how they are evaluated.  The 
changes follow Pennsylvania legislation (Act 82 of 2012) to reform the evaluation system 
for public school employees, more widely known as the Educator Effectiveness System.  
Administrators conducted a minimum of seven (approximately 10-minute) walkthroughs, 
or brief classroom observations.  One teacher in the dissatisfied group questioned how “in 
10 minutes they can judge whether or not I’m doing a good job without having any kind 
of feedback from me.”  They went on to say, “I think my frustration is that the evaluation 
system does not include any context.”  School leaders, in collaboration with teachers, 
may wish to revisit walkthrough practices based on teachers’ concerns. 
Handbook Policies 
Three of the six teachers mentioned vague or weak handbook policies, while a 
fourth teacher felt unsupported in student discipline related issues.  An elementary school 
educator spoke adamantly about weak expectations regarding students’ dress code.  She 
labeled this “policy defect” as a “deterrent to education.”  Other concerns related to the 
student handbook were unclear; the researcher could have responded with follow-up 
questions to unveil specific concerns.  School leaders may wish to engage teachers in a 
dialogue related to problematic student handbook polices in an effort to relieve teacher 
frustration in this area. 
Compensation and Class Size 
Lastly, quantitative findings suggest a few courses of action for improving 
teachers’ occupational satisfaction and issues to bear in during contract negotiations.  
Teachers aged 35 and older and those who have taught for 11 years or more had the 
greatest level of satisfaction with their pay and the amount of work they do.  Younger 
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teachers were more likely to feel neutral about their pay.  As a result, this study may 
contribute knowledge of how to design the optimum salary schedule for teachers. 
Associations were found between class size and two of the three MSQ scales and 
on two specific items.  Class size was also a significant predictor of extrinsic and general 
job satisfaction.  As a teacher in the dissatisfied group put it, “I feel sad that the more kids 
they give me, I feel like the less I can give the kids.”  Along these same lines, teachers 
with fewer students were more likely to indicate being satisfied with the feeling of 
accomplishment they get from the job, and were more likely to be satisfied with the way 
co-workers get along with each other.  This finding could be taken into consideration 
when designing teacher schedules given that large class sizes contributed to 
dissatisfaction. 
Recommendations for Future Research 
Based on the researcher’s experiences and what was discovered, five recommendations 
for further research are proposed. 
1.  Increase the number of predictors in the multiple regression models.  
During phase one data analysis, the researcher considered additional questions that could 
have been added the demographic instrument, which preceded the MSQ.  The instrument 
was limited to seven items in hope of achieving a high participation rate by requesting a 
minimal amount of respondents’ time.  Future research might add to this type of 
questionnaire thereby increasing the number of predictors in the multiple regression 
models.  Additional items could include: Do you have children?  Are there other 
educators in your family?  Have you worked in other school districts?  Do you intend to 
remain in teaching for the duration of your professional career?  Doing so, could allow a 
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future study to allow researcher to account for a higher percentage of the change in the 
dependent variable. 
2.  Investigate the most and least satisfied work locations.  One of the goals of 
this research was to pinpoint the most and least satisfied work locations, which was 
accomplished by presenting descriptive statistics for each MSQ scale for each school 
building.  A natural progression of this work could be to further investigate the most 
satisfied building (elementary building #3) and the least satisfied building (the high 
school).  Elementary school teachers are generally more satisfied than high school 
teachers (NCES, 1997), although the intermediate school (Grades 5-6) had roughly the 
same satisfaction levels as the high school (Grades 9-12).  It would be interesting to 
compare experiences of individuals within these work locations.  Why are teachers in one 
building more satisfied than those in another work location? 
3.  Correlational study investigating relationship between job satisfaction 
and student achievement.  Colleagues often ask if job satisfaction is linked to student 
achievement, an issue not addressed in this study.  The association of these factors could 
be investigated in future studies.  Research has linked favorable working conditions with 
student achievement (Johnson et al., 2012).  Thus, a correlational study could investigate 
the relationship between teachers’ perceptions of working conditions with student 
achievement.  It would be interesting to compare teachers’ occupational satisfaction at a 
high performing school with that of a low performing school. 
4.  Investigate individuals who have ended their employment.  During the 
current investigation, a few teachers left the research site to pursue other employment.  
Further research might investigate individuals who have resigned to gain an 
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understanding of what led to their decision to leave (Larson, 2011).  Did they change 
environments or leave the profession altogether?  The researcher is uncertain if employee 
exit interviews are conducted at the research site.  Exit interviews could reveal valuable 
insight into perceived job satisfaction levels, working conditions, relationships with co-
workers and school leaders, as well as additional factors that may have influenced 
decisions to resign. 
5.  The Teaching and Learning Conditions Survey.  Future research might 
concentrate on the investigation of teacher work environments using an instrument 
specific to their work, whereas this study utilized a general job satisfaction instrument.  
As referenced in Chapter 2, teacher working conditions have been given attention by the 
NTC through their Teaching and Learning Conditions Initiative (NTC, n.d.).  In one such 
instance, Johnson et al. (2012) analyzed statewide data from the Massachusetts Teaching, 
Learning and Leading Survey (MassTeLLS) alongside demographic and student 
achievement data.  It is not clear whether the instrument is available for use by student 
researchers at the local level.  The use of an instrument designed specifically for teachers 
could provide interesting findings leading to recommendations for improving teaching 
and learning environments. 
Summary 
This chapter provided an executive overview, responses to the research questions, 
and recommendations, both at the local level and for future research.  The study’s 
explanatory sequential mixed methods design drove the development of the problem and 
purpose statements, the research questions, and additional methodological decisions.  
Quantitative and qualitative research methods complimented each other in this research, 
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and provided a comprehensive understanding of teacher’s job satisfaction status in a 
South Central Pennsylvania school district.  Although this research consisted of two 
distinct phases, the two approaches were tightly connected given that quantitative data 
was used to sort potential qualitative participants. 
This research gave teachers the opportunity to describe their job satisfaction status 
so that decisions can be made to improve their work environments.  A heterogeneous 
group of participants allowed the researcher to create a balanced description of the 
phenomenon.  While many factors appear to influence job satisfaction, leadership and 
professional autonomy seem especially influential.  Several recommendations resulting 
from the dataset were offered to improve current practices at the research site.  Areas 
needing attention from central office and school-level administrators included time and 
collaboration, relationships, teacher autonomy, the evaluation system, and other work 
environment factors. 
The results indicate that teachers working in a South Central Pennsylvania school 
district reported a low level of general job satisfaction, when compared to the normative 
data for teachers and engineers in the MSQ’s manual (Weiss et al., 1967).  Modifications 
to teachers’ work environments are merited to avoid attitudes like, “If I have to spend the 
next 30 years here, I’m going to die early or something.”  Students deserve teachers that 
are committed to and enjoy the profession, while administrators owe it to teachers to 
foster and maintain enjoyable and satisfying work environments.  Students learn where 
teachers work; we must innovate teacher work environments if we want to recruit, 
maintain, and satisfy educators in the twenty-first century.  
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Appendix A: Infographic – Unhappy in the Classroom 
 
 
 
Figure A. Infographic: Unhappy in the classroom. Reprinted from Good.is, by Good & Column Five, 2012, Retrieved from 
http://s3.amazonaws.com/awesome.good.is/infographics/images/000/000/349/original/1360017181?1360016326. Copyright 2012 by 
Good & Column Five.
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Appendix C: Site Access Letter 
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Appendix D: IRB Approval Letter 
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Appendix E: Short-Form MSQ 
 
 
 
 
 
Figure E. Short-form MSQ. Reprinted from (MSQ) Minnesota Satisfaction 
Questionnaire, by Vocational Psychology Research, University of Minnesota. Retrieved 
from 
http://www.psych.umn.edu/psylabs/vpr/pdf_files/MSQ%201977%20Short%20form.pdf. 
Copyright 1977 by the University of Minnesota.  
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Appendix F: Lam and Yan’s (2011) Interview Schedule 
 
 
 
 
 
Figure F. Lam and Yan’s (2011) interview schedule. Reprinted from “Beginning 
teachers’ job satisfaction: The impact of school-based factors,” B. Lam & H. Yan, 2011, 
Teacher Development, 15(3), p. 348. Copyright 2011 by Routledge. 
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Appendix G: Modified Version of Lam and Yan’s (2011) Interview Schedule 
 
 
Figure G. Modified version of Lam and Yan’s (2011) interview schedule. Adapted from 
“Beginning teachers’ job satisfaction: The impact of school-based factors,” B. Lam & H. 
Yan, 2011, Teacher Development, 15(3), p. 348. Copyright 2011 by Routledge. 
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Appendix H: MSQ Permission Letter 
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Appendix I: Permission to Use Modified Interview Schedule 
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Appendix J: Email Communication with Research Site’s Staff 
 
 
 
March 25, 2014 
Subject: My Dissertation Research 
 
 
Dear colleagues, 
 
I am a Social Studies Teacher at the high school and a doctoral candidate at Drexel 
University. I am almost ready to begin collecting data for my dissertation research titled 
“Through Their Eyes: Mixed Research on South Central Pennsylvania Educators’ 
Satisfaction with Teaching and Perceptions of Current Conditions.” This study will take 
place solely at the Spring Grove Area School District and has been approved by Dr. 
Robert Lombardo and Drexel’s Institutional Review Board. 
 
The purpose of this study is to examine public school teachers’ job satisfaction status in 
our school district. Quantitative data will be collected first, followed by collecting in-
depth qualitative data to explain and expand on the quantitative results. I intend to make a 
positive impact on this school district by improving, if only slightly, the lives of teachers. 
The perceptions of both satisfied and dissatisfied teachers will be considered to make 
recommendations for a change model or framework to improve current practices. 
 
All teachers will be invited via email to complete a web-based version of the short-form 
Minnesota Satisfaction Questionnaire (MSQ) and a researcher-created demographic 
instrument. This overview of teachers’ job satisfaction will be followed by several 
researcher-led in-depth interviews with volunteer teachers. Participation in this study is 
voluntary, and instrument completion will be anonymous. Personally identifiable 
information will not be associated with responses. I am the only person in the district that 
will have password-protected access to the resulting data. There are no foreseeable risks 
from participating in this study. 
 
On Sunday, March 30th, you will receive an email titled McFadden’s Dissertation 
Research Instrument, which will contain a hyperlink to the instrument. Responses will be 
accepted through April 17th. I kindly request all teachers’ participation in this research. 
 
Earning a doctorate has been a longstanding goal of mine so this is very important to me. 
I recognize how valuable everyone’s time is but I wanted to inform you of the research 
that I will conduct in our school district. The instrument should take no more than 10 
minutes to complete. Please respond with any questions or concerns. I can also be 
reached by phone at extension 7343 or at 717-842-0193. 
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Appendix K: Phase One Instrument 
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Appendix K: Phase One Instrument (continued) 
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Appendix K: Phase One Instrument (continued) 
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Appendix K: Phase One Instrument (continued) 
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Appendix K: Phase One Instrument (continued) 
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Appendix K: Phase One Instrument (continued) 
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Appendix K: Phase One Instrument (continued) 
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Appendix K: Phase One Instrument (continued) 
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Appendix L: Contact Form for Participants Interested in Phase Two 
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Appendix L: Contact Form for Participants Interested in Phase Two (continued) 
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Appendix M: MSQ Item Descending Means (Elementary Building #1) 
 
 
 
Table M1
MSQ Items M SD
The chance to do things for other people. 4.58 .51
The way my job provides for steady employment. 4.42 .67
The chance to do something that makes use of my abilities. 4.25 .87
The chance to be "somebody" in the community. 4.08 .51
The chance to do different things from time to time. 4.08 .67
Being able to keep busy all the time. 4.08 .90
The way my co-workers get along with each other. 4.00 .95
The feeling of accomplishment I get from the job. 3.92 .79
The way my boss handles his/her workers. 3.92 .79
The competence of my supervisor in making decisions. 3.83 .72
The chance to work alone on the job. 3.83 .83
The working conditions. 3.75 .62
The chance to tell people what to do. 3.50 .80
The praise I get for doing a good job. 3.42 .90
My pay and the amount of work I do. 3.17 1.03
The way company policies are put into practice. 3.17 .72
Being able to do things that don't go against my conscience. 3.17 1.11
The chance to try my own methods of doing the job. 3.08 .79
The chances for advancement on this job. 3.08 .67
The freedom to use my own judgment. 3.00 .85
Note. n = 12.
Descending Means of MSQ Items: Elementary Building #1
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Appendix M: MSQ Item Descending Means (Elementary Building #2) 
 
 
 
Table M2
MSQ Items M SD
The chance to do things for other people. 4.73 .46
Being able to keep busy all the time. 4.67 .62
The chance to do something that makes use of my abilities. 4.60 .83
The way my job provides for steady employment. 4.47 .74
The chance to do different things from time to time. 4.27 .59
The feeling of accomplishment I get from the job. 4.20 .86
The working conditions. 4.20 .77
The chance to be "somebody" in the community. 4.07 .59
The chance to work alone on the job. 4.07 .59
The chance to try my own methods of doing the job. 3.93 .96
My pay and the amount of work I do. 3.80 1.01
Being able to do things that don't go against my conscience. 3.80 1.15
The freedom to use my own judgment. 3.80 .77
The way my co-workers get along with each other. 3.73 .88
The way my boss handles his/her workers. 3.73 .88
The praise I get for doing a good job. 3.67 1.05
The way company policies are put into practice. 3.53 .92
The competence of my supervisor in making decisions. 3.47 .74
The chances for advancement on this job. 3.27 .70
The chance to tell people what to do. 3.07 .26
Note. n = 15.
Descending Means of MSQ Items: Elementary Building #2
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Appendix M: MSQ Item Descending Means (Elementary Building #3) 
 
 
 
Table M3
MSQ Items M SD
The chance to do things for other people. 4.62 .50
The chance to do something that makes use of my abilities. 4.48 .60
The way my job provides for steady employment. 4.43 .75
Being able to keep busy all the time. 4.43 .87
The chance to do different things from time to time. 4.24 .54
The way my boss handles his/her workers. 4.19 .87
The chance to work alone on the job. 4.14 .73
The working conditions. 4.10 .70
The competence of my supervisor in making decisions. 4.05 .92
The feeling of accomplishment I get from the job. 4.00 .84
Being able to do things that don't go against my conscience. 3.81 .98
The chance to be "somebody" in the community. 3.81 .93
The chance to try my own methods of doing the job. 3.76 1.04
The freedom to use my own judgment. 3.67 1.06
The chances for advancement on this job. 3.57 .87
The way my co-workers get along with each other. 3.48 1.08
The praise I get for doing a good job. 3.48 .98
The chance to tell people what to do. 3.29 .46
My pay and the amount of work I do. 3.24 1.00
The way company policies are put into practice. 3.24 .94
Note. n = 21.
Descending Means of MSQ Items: Elementary Building #3
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Appendix M: MSQ Item Descending Means (Intermediate School) 
 
 
 
Table M4
MSQ Items M SD
The way my job provides for steady employment. 4.36 .81
The chance to do things for other people. 4.24 .93
Being able to keep busy all the time. 4.12 1.13
The chance to do something that makes use of my abilities. 4.04 1.06
The chance to do different things from time to time. 3.80 1.19
The chance to try my own methods of doing the job. 3.68 1.14
Being able to do things that don't go against my conscience. 3.64 1.04
The chance to work alone on the job. 3.60 .91
The feeling of accomplishment I get from the job. 3.56 1.23
The freedom to use my own judgment. 3.52 1.23
The working conditions. 3.48 1.00
The chance to be "somebody" in the community. 3.44 1.08
The chances for advancement on this job. 3.28 .94
My pay and the amount of work I do. 3.16 1.25
The chance to tell people what to do. 3.12 .60
The way my co-workers get along with each other. 3.08 1.22
The praise I get for doing a good job. 3.04 1.21
The way my boss handles his/her workers. 3.04 1.17
The way company policies are put into practice. 2.68 .90
The competence of my supervisor in making decisions. 2.68 1.18
Note. n = 25.
Descending Means of MSQ Items: Intermediate School
 
  
  
213
Appendix M: MSQ Item Descending Means (Middle School) 
 
 
 
Table M5
MSQ Items M SD
The chance to do things for other people. 4.27 .83
Being able to keep busy all the time. 4.27 .64
The way my job provides for steady employment. 4.17 .75
The chance to do something that makes use of my abilities. 4.03 .81
The feeling of accomplishment I get from the job. 3.77 .94
The working conditions. 3.67 .76
The chance to try my own methods of doing the job. 3.67 .92
The freedom to use my own judgment. 3.67 .88
The chance to do different things from time to time. 3.67 .71
The chance to work alone on the job. 3.60 .86
Being able to do things that don't go against my conscience. 3.57 .90
The chance to be "somebody" in the community. 3.50 .90
The way my co-workers get along with each other. 3.47 .82
The way my boss handles his/her workers. 3.37 1.10
The competence of my supervisor in making decisions. 3.37 1.03
The chance to tell people what to do. 3.33 .71
The chances for advancement on this job. 3.33 .71
The praise I get for doing a good job. 3.30 .92
My pay and the amount of work I do. 3.10 1.03
The way company policies are put into practice. 2.83 1.02
Note. n = 30.
Descending Means of MSQ Items: Middle School
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Appendix M: MSQ Item Descending Means (High School) 
 
 
 
Table M6
MSQ Items M SD
Being able to keep busy all the time. 4.31 .69
The way my job provides for steady employment. 4.27 .62
The chance to do things for other people. 4.22 .70
The chance to do something that makes use of my abilities. 3.98 .95
The chance to work alone on the job. 3.81 .75
The chance to do different things from time to time. 3.77 .92
The way my co-workers get along with each other. 3.72 .95
The feeling of accomplishment I get from the job. 3.64 .84
The chance to be "somebody" in the community. 3.56 .92
The working conditions. 3.55 .87
My pay and the amount of work I do. 3.44 .89
Being able to do things that don't go against my conscience. 3.34 .95
The chance to tell people what to do. 3.27 .65
The chances for advancement on this job. 3.22 .88
The freedom to use my own judgment. 3.11 1.06
The chance to try my own methods of doing the job. 2.97 1.15
The praise I get for doing a good job. 2.91 1.02
The competence of my supervisor in making decisions. 2.66 .96
The way my boss handles his/her workers. 2.59 .97
The way company policies are put into practice. 2.56 .87
Note. n = 64.
Descending Means of MSQ Items: High School
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Appendix N: Chi-Square Tests of Independence Findings 
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Appendix N: Chi-Square Tests of Independence Findings (continued) 
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Appendix N: Chi-Square Tests of Independence Findings (continued) 
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Appendix N: Chi-Square Tests of Independence Findings (continued) 
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Appendix N: Chi-Square Tests of Independence Findings (continued) 
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Appendix N: Chi-Square Tests of Independence Findings (continued) 
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Appendix N: Chi-Square Tests of Independence Findings (continued) 
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Appendix O: MSQ Frequency Bar Charts 
 
 
 
 
Figure O1. Distribution of responses for item related to activity. 
 
 
 
Figure O2. Distribution of responses for item related to independence. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O3. Distribution of responses for item related to variety. 
 
 
 
Figure O4. Distribution of responses for item related to social service. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O5. Distribution of responses for item related to supervision—human relations. 
 
 
 
Figure O6. Distribution of responses for item related to supervision—technical. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O7. Distribution of responses for item related to moral values. 
 
 
 
Figure O8. Distribution of responses for item related to security. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O9. Distribution of responses for item related to social service. 
 
 
 
Figure O10. Distribution of responses for item related to authority. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O11. Distribution of responses for item related to ability utilization. 
 
 
 
Figure O12. Distribution of responses for item related to company polices and practices. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O13. Distribution of responses for item related to compensation. 
 
 
 
Figure O14. Distribution of responses for item related to advancement. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O15. Distribution of responses for item related to responsibility. 
 
 
 
Figure O16. Distribution of responses for item related to creativity. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O17. Distribution of responses for item related to working conditions. 
 
 
 
Figure O18. Distribution of responses for item related to co-workers. 
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Appendix O: MSQ Frequency Bar Charts (continued) 
 
 
 
 
 
Figure O19. Distribution of responses for item related to recognition. 
 
 
 
Figure O20. Distribution of responses for item related to achievement. 
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Appendix P: MSQ Normative Data for Teachers 
 
 
 
 
 
Figure P. MSQ normative data for teachers. Reprinted from (MSQ) Minnesota 
Satisfaction Questionnaire, by Vocational Psychology Research, University of 
Minnesota. Retrieved from 
http://www.psych.umn.edu/psylabs/vpr/pdf_files/MSQ%201977%20Short%20form.pdf. 
Copyright 1977 by the University of Minnesota.  
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Appendix P: MSQ Normative Data for Teachers (continued) 
 
 
 
 
 
Figure P. MSQ normative data for teachers (continued). Reprinted from (MSQ) 
Minnesota Satisfaction Questionnaire, by Vocational Psychology Research, University of 
Minnesota. Retrieved from 
http://www.psych.umn.edu/psylabs/vpr/pdf_files/MSQ%201977%20Short%20form.pdf. 
Copyright 1977 by the University of Minnesota.  
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Appendix Q: MSQ Normative Data for Engineers 
 
 
 
 
 
Figure Q. MSQ Normative data for engineers. Reprinted from (MSQ) Minnesota 
Satisfaction Questionnaire, by Vocational Psychology Research, University of 
Minnesota. Retrieved from 
http://www.psych.umn.edu/psylabs/vpr/pdf_files/MSQ%201977%20Short%20form.pdf. 
Copyright 1977 by the University of Minnesota. 
  
 
